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OCCUPATIONAL THERAPY IN INDEPENDENT SCHOOLS 
KAYLA MARIE HARTT 
Boston University, Sargent College of Health and Rehabilitation Sciences, 2019 




 Education in the United States is transforming to accommodate children in 
general education with a diverse range of needs and learning profiles.  Occupational 
therapists are equipped to provide these students with the skills, strategies, and tools to 
fully participate in their education.  Independent schools have a unique ability to provide 
differentiation, but often do not have an occupational therapist on staff.  Without 
differentiation, students may not be able to perform to their full potential.  Factors 
contributing to this include inadequate preservice training for teachers, a lack of 
knowledge of the role and scope of occupational therapy, and the absence of a federal 
mandate to accommodate students with varying learning profiles.  AccessED is a service 
delivery program that was created to address this gap.  Teacher education, a multi-tiered 
system of support, and collaborative consultation with an occupational therapist are 
incorporated into the program.  The instructional content is based on the identified needs 
of the school.  Structured teacher education sessions utilize case studies, skill-building, 
group problem solving, and reflection.  The intended functional outcome for AccessED is 
implementation of differentiation in the classroom for increased student outcomes.  
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CHAPTER ONE - Introduction 
Description of the Problem 
  School-based occupational therapists (OTs) work to encourage student 
participation in daily school activities, otherwise known as meaningful occupations.  In a 
school environment, occupational therapists support academic skills, social skills, 
behavior management, recess, self-help and more (AOTA, 2016).  Revisions to the 
Individuals with Disabilities Education Act (IDEA) in 2004 allowed occupational 
therapists to begin providing support to general education students.  Programs such as 
Response to Intervention and Early Intervening Services are evidence-based, preventative 
programs that are mandated for public schools and can benefit children on a population, 
small group, or direct services level.  Therefore, public schools often have an 
occupational therapy practitioner as part of the special education team to address student 
needs through individual, group, and school-wide initiatives.  Independent schools, 
however, are less likely to have a special education department and an occupational 
therapist present on site, though students in a general education classroom may still have 
a variety of learning needs and profiles.   
Increased diversity in the United States along with heightened awareness of 
learning differences has changed the scope of the general education classroom.  
Tomlinson et al., (2003) painted a distinct picture of a modern general education 
classroom containing children with learning problems, advanced learners, English 
language learners, children who underachieve for varying reasons, children with different 




unmotivated students, children above and below grade-level norms, students with 
different interests and preferred learning modes.  This group of children may include 
those who are gifted in one area but need support in another, have sensory-processing 
differences, Attention-Deficit-Disorder, or have a minor deficit in one of the disability 
categories, but not a formal diagnosis.  However, instruction in general education often 
involves the educator teaching at the perceived average ability of the entire classroom 
(Haager & Klinger, 2005).    
            Differentiation is an instructional process that ensures student learning matches 
their individual learning profiles and readiness (Tomlinson, 2004).  Occupational 
therapists are skilled in environmental and activity analysis and can promote participation 
through prevention, promotion, education, direct intervention or through whole school 
initiatives (AOTA, 2016).  These tools can be particularly beneficial for providing 
differentiation within a diverse classroom of children with varying learning preferences.  
In an independent school environment, students do not receive the benefits that an 
occupational therapist brings to population-level intervention in a public school.  To add 
to this problem, general education teachers often lack the knowledge and skills to provide 
differentiated methods of instruction.  This can leave a gap in student achievement and 
performance potential.  Occupational therapists have the tools to support, accommodate, 
and advocate for students in order to help them achieve excellent school performance and 
fully access their education.  The problem at hand is that there is a lack of involvement of 
occupational therapy and differentiation in general education in the independent school 





Occupational Therapy Scope 
Occupational therapists can promote successful participation in several activities 
that children participate in.  The proposed program, AccessED, is an educational program 
for general education teachers that provides strategies to promote inclusion and 
participation in a natural, least-restrictive environment.  The program is influenced by an 
evidence-based, multi-tiered approach.  The service delivery model has commonalities to 
public schools and falls within the domain of occupational therapy.  For example, 
intervention may consist of teacher education, observation of the child participating in an 
activity, analyzing and identifying problem areas, and providing an intervention or 
recommendation for the classroom.  Collaboration between the therapist, teachers, and 
school administrators is crucial to this design.  Since the role of occupational therapy is 
not widely known among general education teachers, promotion of the occupational 
therapy profession is a secondary benefit to addressing the problem (Casillas, 2010a; 
Cahill & Egan, 2017; Cahill & Lopez-Reyna, 2013). 
Key Contributing Factors 
Several factors contribute to the lack of involvement of occupational therapy and 
differentiation in general education in the private school setting.  These include a lack for 
teacher knowledge of the role of OT and a resulting lack of OT-teacher collaboration.  
Other contributing factors include lack of knowledge of differentiation and a high 
threshold for student needs to qualify for mandated services.   




occupational therapy domain and scope, services provided, and understanding of the 
occupational therapist’s roles on the interdisciplinary education team (Casillas, 2010a; 
Cahill & Egan, 2017; Cahill & Lopez-Reyna, 2013).  Ongoing factors contributing to the 
lack of educator knowledge of OT services included a reciprocal lack of collaboration 
(Benson et al., 2016; Casillas, 2010a), lack of teacher experience in the education field, 
(Huang et al., 2011; Truong & Hodgetts, 2017), and a lack of understanding of the role of 
occupational therapy (Benson et al., 2016).  General education teachers need 
supplemental instruction and resolutions to barriers that prevent them from providing 
differentiated methods to all students.  The literature identified limitations to these 
practices including a lack of specified education in teacher education programs (Allday et 
al., 2013; Chesley & Jordan, 2012), teacher characteristics such as confidence, attitudes, 
and efficacy (Hawkins, 2009; Gal et al., 2010), factors related to school environment and 
availability of resources (Gal et al., 2010), and a lack of generalized theoretical 
knowledge to provide a foundation for differentiation in practice (Tomlinson et al., 
2003).  While knowledge of instructional differentiation is an expected skill of many 
general educators, teacher education programs lack a focus on how to implement 
differentiation within the classroom (Allday et al., 2013; Chesley & Jordan, 2012).   
To qualify for occupational therapy services under federal law, students need to 
have one of thirteen diagnosed disabilities (34 CFR §§ 300.320-300.328).  The criteria 
for qualification as defined in IDEA (2004) can be exclusive to children who do not have 
one of the defined disabilities, are not performing to their own potential, or need minor 




Importance of Addressing the Problem 
Whether children do or do not qualify for occupational therapy services, access to 
a free appropriate public education only covers education to a certain extent.  Based on 
this, children who perform below their abilities, but above the perceived average, are not 
entitled to resources that will help them further access their education.  This performance-
potential gap places a limitation on many students.  This challenge carries over to 
independent school education.  A 2018 Presidential Proclamation declared that all 
students have unique needs with individual learning styles, needs, experiences and 
aspirations, and therefore “...education must be customized and individualized as there is 
no approach to education that works for every student” (The White House, 2018).  The 
White House also asserts that “to maintain our country’s competitiveness, our students 
deserve a good education that empowers them with the knowledge, skills, and character 
necessary to reach their full potential” (The White House, 2018).  It is essential to address 
this problem to ensure that all students can fully access their education in a way that 
allows them to realize their potential.   
Proposed Approach to Address the Problem 
The proposed program, AccessED, provides education for teachers regarding 
implementation of differentiation for students in general education.  AccessED consists of 
bimonthly collaborative education sessions led by an occupational therapist over the 
duration of the school year.  The program also includes individual collaborative 
consultation with teachers for implementation of classroom strategies.  Principles from 




have been utilized to encourage teacher engagement with the program (Keller, 2009.)  
Universal Design for Learning (UDL) provides a framework the educational content 
(Rose & Meyer, 2006.)  Teachers will learn how to identify children who may benefit 
from differentiation, learn strategies for making and implementing appropriate 
accommodations, and develop a toolbox of resources to address future needs.  Activities 
embedded in the program for teaching include the use of case-studies, demonstration, 
group problem-solving, skill-building, and reflection.  Intended outcomes include (1) 
educators will report greater perceived confidence in knowledge of selected topics, (2) 
educators will report greater perceived confidence in intervention skills, (3) educators 
will be able to describe the role of occupational therapy in general education (4) 
educators will increase the number of strategies used for differentiation in the classroom, 
and (5) individual students will demonstrate increased academic success following 
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CHAPTER TWO- Project Theoretical and Evidence Base 
Overview 
This chapter provides an overview of the theoretical background that forms the 
foundation of AccessED.  Two theoretical frameworks, John Keller’s ARCS Theory of 
Motivational Design, and Universal Design for Learning (UDL), are described and 
reviewed with the context of their application to AccessED.  The factors that lead to a 
need for an occupation-based program in independent school general education are 
discussed.  A review of current evidence synthesizes best-practices for educating 
teachers, ensuring classroom carryover of professional development, and collaboration 
between school professionals.  
Theoretical Framework 
ARCS Theory of Motivational Design 
 John Keller’s ARCS Theory of Motivational Design (also referred to as ARCS 
Theory) was selected to provide a theoretical framework for the presented problem as 
well as to guide the approach to intervention.  ARCS theory emphasizes motivational 
factors that influence an adult’s ability to learn.  One important principle of this theory is 
that situation-specific factors comprise learner motivation (Keller, 2009).  The first 
element of Keller’s theory is to analyze the context of the educational intervention.  An 
analysis of the audience, objectives, materials, and tactics mediate the design of the 
educational intervention seminar, lecture, etc.  Following this analysis, Keller proposes 




1. Attention: According to Keller (2009), attention must be acquired before learning 
can take place.  Three subcategories of attention are described: perceptual arousal; 
inquiry arousal; and variability.  Perceptual arousal is a reflexive reaction to a 
stimulus (Keller, 2009).  For example, strategies to increase perceptual arousal 
may include the instructor altering the volume of their voice, changing the 
environment, or even adding humor to their lesson.  Inquiry arousal involves 
curiosity invoked by a problem situation (Keller, 2009).  A compelling case study 
may ignite a learner’s interest and solicit their attention.  Variability is necessary 
for sustaining attention (Keller, 2009).  For example, varying the distribution of 
information between lecture, discussion, and roleplaying can assist a learner in 
maintaining an attentional threshold that is necessary for the learning process.    
2. Relevance: Keller (2009) describes relevance as a powerful factor in determining 
how a person is motivated to learn.  He defines relevance as things which people 
perceive as instrumental in meeting needs and satisfying desires (Keller, 1983b).  
Goal orientation, motive matching, and familiarity are concepts of relevance that 
impact a learner’s motivation (Keller, 2009).  Learners will be more motivated if 
the content can help them realize future goals (Keller, 2009).  Utilizing real-life 
examples is a strategy that can provide relevance.  Creating an environment that is 
compatible with a learner’s own motivation is motive matching (Keller, 2009).  
Motive matching will vary depending on the profile of a group of learners but can 
include opportunities for leadership and group collaboration.  Use of familiar 




the learner is comfortable with.    
3. Confidence: White (1959) describes competence as a biological component of 
human motivation that reflects through confidence.  In the ARCS model, 
opportunities for success are provided in a controlled and meaningful learning 
environment.  Strategies for enhancing confidence include defining the 
requirements of the learner, creating opportunities for success, and emphasizing 
personal control (Keller, 2009).  After the learning expectations are defined, 
appropriate challenges are presented to learners.  Tasks gradually increase in 
difficulty as individuals master more complex concepts.  To provide learners with 
a sense of personal control, Keller suggests utilizing strategies such as providing 
corrective feedback, using short-answer tests instead of multiple-choice, and 
attributing the learner’s success to their effort and ability (Keller, 2009).   
4. Satisfaction: The final element of Keller’s model involves generating satisfaction 
among learners.  This is achieved through the creation of natural consequences, 
positive consequences, and equity (Keller, 2009).  In the learning process, a 
natural consequence is the ability to apply new skills.  This knowledge can be 
applied through simulations, experiential learning, case studies, and application to 
concurrent work to create satisfaction.  Positive consequences can also be used to 
provide satisfaction in the form of incentive (awards, scholarships, privileges, 
etc.)  Keller notes that ensuring these opportunities are provided equally and 
without direct comparison is essential when working to increase learner 




The ARCS Theory of Motivational Design contains foundational components and 
elements that are relevant to motivating adult learners.  The importance of instructional 
design and audience analysis are emphasized throughout ARCS Theory as a foundation 
for creating opportunities for motivation.  Through facilitation of attention and creation 
of relevance, confidence, and satisfaction, learners can build upon their own skill set to 
master increasingly specialized concepts and skills.  This application-focused theory 
stands apart from others due to its practicality and problem-solving design approach 
(Keller, 2009).   
Universal Design for Learning 
 Universal Design for Learning (UDL) is a framework that helps identify and 
remove barriers so that all students can participate in the learning process.  It focuses on 
learner strengths and provides flexible materials and instruction.  Grounded in 
neuroscience research, the framework has two key assumptions.  First, “learning in the 
individual brain is highly diverse and distributed,” and second, “learning among different 
individuals is also highly diverse and distributed” (Hall, et al., 2012 p. 5).  This applies to 
the student population who will indirectly benefit from the teacher education provided by 
AccessED.  Three guidelines of UDL that are applicable to the design of AccessED have 
been selected for further review: 
1. Provide multiple means of representation:  This gives students the opportunity 
to receive and analyze information through different formats (Rose & Meyer, 
2006).  Several options exist to help a student perceive the information presented 




information; offering alternatives for lecture-style presentations; offering 
alternatives to items that are presented visually; illustrating concepts through 
multiple media; guiding the student through the steps of information processing; 
and utilizing visualization and manipulation.  To ensure understanding, educators 
should help students generalize the information that they receive (Hall, et al., 
2012).   
2. Provide multiple means of action and expression:  This considers how the child 
learns and includes problem solving and the development of strategies (Rose & 
Meyer, 2008).  Under the UDL framework, an educator should consider the 
physical and cognitive needs of the students.  Strategies that could be used to 
facilitate successful action and expression may include: allowing the student to 
write instead of type, accommodating for slower processing speed by allowing for 
extra time during an oral exam, use of sensory breaks, flexible seating, and both 
high and low-tech adaptive equipment.  Strategies such as demonstration, 
allowing for practice time, and scaffolding can also enhance a student’s ability to 
express their learning (Hall et al., 2012).  Hall et al., suggest helping students 
build executive functioning skills as a way to enhance the learning process, 
encourage independence, and work toward larger goals (2012).  These strategies 
align with approaches to interventions in the occupational therapy profession.   
3. Provide multiple means of engagement:  Through affective networks students 
become motivated, attentive, and able to choose active learning (Rose & Meyer, 




opportunities for learning, and allow students to connect the learning with 
previous experiences.  Educators should also incorporate feedback and help 
regulate learning by helping the student identify their strengths and weaknesses, 
personal coping skills and strategies, and what motivates them (Hall, et al., 2012).   
The aforementioned guidelines of UDL will provide a framework for intervention 
within the proposed program.  Teacher participants will gain knowledge and explore the 
applications of Universal Design of Learning within the context of their own classrooms.  
As teachers apply their understanding, the guidelines will provide a means for supporting 





Explanatory Model of Identified Problem 
 
Figure 2-1. Key contributions to the problem. 
 A review of current evidence has determined the following components to be 
contributing to the problem.  General education teachers lack knowledge of the 
occupational therapy (OT) role and scope of services (Benson et al, 2016; Casillas, 
2010a; Cahill & Lopez-Reyna, 2013).  Therefore, they do not seek out OT consultation 
and further, miss opportunities to gain knowledge of the profession (Huang et al., 2011; 
Truong & Hodgetts, 2017).  This, along with a lack of teacher preservice training in the 
area of differentiation contributes to a gap in teachers’ ability to create individualized 
classroom accommodations (Allday, et al., 2013).  These services are not federally 
mandated for children without one of thirteen diagnosable disabilities as defined by the 
Individuals with Disabilities Education Act (IDEA, 2004).  Students who do not fit the 




Without appropriate individual accommodations, a child’s classroom participation may 
suffer.   
Overview of the Problem 
Evidence to Support Lack of Educator Knowledge of Occupational Therapy 
Services  
Current evidence literature supports the finding that teachers lack knowledge of 
the occupational therapy domain and scope including services provided, and the role of 
the practitioner on the interdisciplinary education team (Casillas, 2010a; Cahill & Egan, 
2017; Cahill & Lopez-Reyna, 2013).  In a qualitative survey of 47 general and special 
education teachers, teachers were unable to define occupational therapy and 22% of 
teachers labeled occupational therapy (OT) services as “not important.”  Additionally, 
teachers did not seek out OT support given this lack of knowledge (Benson et al., 2016).  
Similarly, in a 2013 study of school-based OTs, Cahill & Lopez-Reyna, (2013) 
determined that school personnel lacked knowledge of the scope of occupational therapy.  
The misunderstanding of the role of OT resulted in inappropriate referrals from teachers.  
Educator knowledge of the role of OT in mental health services is especially limited 
(Cahill & Egan, 2017).   
Ongoing factors contributing to the lack of educator knowledge of OT services 
include lack of collaboration (Benson et al., 2016; Casillas, 2010a), lack of teacher 
experience in the education field (Huang et al., 2011; Truong & Hodgetts, 2017), and a 
lack of understanding of the role of occupational therapy (Benson et al., 2016).  In a 




of OT, resulting in more reciprocal collaboration.  However, less experienced teachers 
need a more proactive approach to consultation to facilitate a collaborative, student-
centered approach (Casillas, 2010a).   
In a 2011 study, focus groups of both general and special educators were 
conducted to determine teachers’ existing knowledge of OT.  While teachers were able to 
provide examples of interventions they had seen, they were unable to define the role of 
the occupational therapist.   Lack of occupational therapist follow-through to bridge 
therapeutic and classroom intervention was determined to be a barrier in educator 
understanding of the OT role.  Special educators were found to be better prepared to 
understand occupational therapy interventions than their general education counterparts 
(Huang et al., 2011).  In a scoping review by Truong & Hodgetts (2017), the general 
education teacher population was found to have inadequate knowledge about the scope 
and role of OT.  The authors also concluded that general educators do not learn about 
special and related services in their entry-to-practice education.  There is not sufficient 
literature to describe school administrator knowledge of occupational therapy services.   
Evidence to Support the Need for Instructing General Education Teachers in 
Accommodating Students 
 The review of evidence supports that general education teachers need 
supplemental instruction and resolutions to barriers that prevent them from providing 
individualized classroom accommodations to all students.  The literature identified 
limitations to these practices including a lack of specified education in teacher education 




confidence, attitudes, and efficacy, (Hawkins, 2009; Gal et al., 2010), factors related to 
school environment and availability of resources (Gal et al., 2010), and a lack of 
generalized theoretical knowledge to provide a foundation for differentiation in practice 
(Tomlinson et al., 2003).   
 While knowledge of instructional differentiation is an expected skill of many 
general educators, teacher education programs lack a focus on how to implement 
differentiation within the classroom (Allday et al., 2013; Chesley & Jordan, 2012).  In a 
2013 review of 109 universities offering certification in elementary education, only 1.12 
credit hours (1.9% of all total coursework) was devoted to inclusion of children with 
disabilities and/or differentiating instruction.  Additionally, only 0.19 credit hours (less 
than .3% of all coursework) was dedicated to learning how to collaborate with specialists.  
This review of coursework was determined to be inadequate for preparing new teachers 
for the diverse needs of today’s classrooms (Allday et al., 2013).  Through focus groups 
of 30 new teachers and 30 teacher-mentors, Chesley & Jordan (2012) determined that 
new teachers lacked training on how to modify instruction to teach children with 
differing needs.   
 There are several barriers for general education teaches to implement 
differentiation in the classroom.  In a qualitative study, Hawkins (2009) determined that 
differentiated instruction is not common practice in general education due to several 
factors including teacher confidence, lack of teacher efficacy, and lack of perseverance.  
Teachers’ challenges with reflecting on students as individuals, uncertainty about what 




to use flexible instruction were identified as barriers that contribute to this problem.  In a 
2010 study by Gal et al. (2010), 53 preschool teachers were examined according to 
personal characteristics, attitudes, and experience.  The authors found that teacher 
attitudes can be a barrier to implementing learning differentiation.  In addition, teachers 
determined other factors that limit their ability to implement differentiation including: 
school budgets, need for skilled and unskilled assistants, activity adaptations, and contact 
with external medical and educational experts (Gal et al., 2010).   
 Following a review of the literature, Tomlinson et al., (2003) proposed hallmarks 
of effective differentiation to guide teachers in making classroom modifications to 
support all students in the general education classroom.  The authors determined that to 
be effective differentiation must; be proactive rather than reactive; employ flexible use of 
small teaching-learning groups; vary materials; utilize variable pacing; be knowledge and 
learner centered.  A large-scale transformation must be made by teachers and 
administrators including ongoing reflection, conversation, changes in attitude, and 
development of new skills to achieve effective differentiation (Tomlinson et al., 2013).   
Evidence that Children with Varying Learning Profiles do not Receive Occupational 
Therapy Services 
 The latter half of the 20th century contained several political movements that 
enforced civil rights, including the right to an education for children with special needs.  
This movement followed Brown v. Board of Education (1954), a trail-blazing case for 
equality among minority groups, however, it clarified the need for equal opportunity 




Act (1975) defined the need and outlined an initial plan and funding for students with 
mental and physical disabilities to obtain an equivalent education in public schools.  
Signed as federal law in 2004, the Individuals with Disabilities Education Act (IDEA) 
describes mandates including: Free Appropriate Public Education (FAPE); the need for 
education provided in the least restrictive environment; disability identification, criteria 
and development of an Individualized Education Plan (IEP); and procedural safeguards 
and parental rights (IDEA, 2004).  
 As defined by IDEA (2004), an IEP is “a written document that is developed for 
each eligible child with a disability” (34 CFR §§ 300.320-300.328).  An IEP contains 
procedures, special education and related services (such as occupational therapy), 
program modifications, supports needed, and individual accommodations to be 
implemented in the classroom.  To qualify for this level of service, however, an 
individual must be identified as having one of thirteen disabilities that is recognized by 
the federal law.  These include Autism Spectrum Disorder; Blindness; Deafness; 
Emotional Disturbance; Hearing Impairment; Intellectual Disability; Multiple 
Disabilities; Orthopedic Impairment; Specific Learning Disability; Speech or Language 
Impairment; Traumatic Brain Injury; or Visual Impairment.  Additionally, the disability 
must impact the child’s grade-level academic performance in order to qualify for services 
provided under an Individual Education Plan (IDEA, 2004).   
 The criteria for qualification as defined in IDEA (2004) can be exclusive to 
children who do not have one of the defined disabilities, are not performing to their own 




et al., (2003) painted a distinct picture of these learners, describing a classroom 
containing children with learning problems, advanced learners, English language 
learners, children who underachieve for varying reasons, children with different 
economic and cultural backgrounds, students of different genders, motivated and 
unmotivated students, children above and below grade-level norms, and students with 
different interests and preferred learning modes.  This group of children may include 
those who are gifted in one area of their education and need support in another, have 
sensory-processing differences, Attention-Deficit-Disorder, or have a minor deficit in one 
of the disability categories, but not a formal diagnosis, among other possibilities.   
In a 2004 review of IDEA, Garda (2004) reported that the entitlement to Free and 
Appropriate Public Education does not require maximizing a child’s potential.  The law 
does not provide an opportunity for children in general education to get their individual 
needs met.  The school cannot be held noncompliant if a child who does not meet the 
criteria for an IEP does not benefit from educational programming.  Therefore, a gap is 
left in service provision for students who could benefit based on their individual profile, 
but do not qualify.   
Conclusion 
 Occupational therapy services are not commonly utilized in the independent 
school general education population.  Several factors contribute to this.  Teachers lack 
knowledge of the domain and scope of occupational therapy and are unaware of the role 
of the OT on the interdisciplinary team (Casillas, 2010a; Cahill & Egan, 2017; Cahill & 




administrators are aware of the role and scope of OT.  Teachers are not implementing 
accommodations since this practice is not addressed in many teacher preparation 
programs (Tomlinson et al., 2003).  Lastly, there is no federal mandate for creating 





Previous Attempts to Address the Problem 
 A literature review was conducted to gather evidence of best practices to utilize in 
a program for supporting general education teachers with differentiated instruction.  The 
following questions guided the inquiry: (1) What is best practice for providing 
professional development for teachers in the workplace? (2) What strategies are most 
effective for teachers for application of new learning? (3) What strategies are most 
effective for collaboration between teachers and specialists?   
Evidence-based Practices for Teacher Professional Development 
 The Every Student Succeeds Act (ESSA) of 2015 provided a recent update in the 
definition of professional development (PD) to ensure that it is personalized, ongoing, 
and job-embedded.  Professional development should be part of a broader vision for 
school improvement, collaborative, needs-based, and data driven.  Design of educational 
programs should utilize educator input, be evidence-based, and evaluated regularly 
(ESSA, 2015).  Many states have established a requirement for continued professional 
development as related to Title II, Part A of ESSA.  Teachers are expected to learn and 
utilize evidence-based practices and many states are trying to support teacher 
development across the spectrum of their careers (Johnson, 2018).  Current literature 
provides several best-practices for providing teacher professional development and 
focuses on program design, establishment of supportive systems, teacher relevance, and 
teaching strategies.   
1. Program design 




result in positive outcomes.  In a nation-wide survey, teachers identified that collective 
participation, or having professional development provided to teachers within the same 
school, resulted in the positive outcome of coherence among the educational team (Garet 
et al., 2001).  In an analysis of top-performing schools worldwide, the McKinsey Report 
(2007) determined that a shared sense of purpose along with high expectations were 
essential for creating change through professional development.  Similarly, a report by 
the Vermont Department of Education (2007) identified both the need for a long-term 
strategic plan along with research and standards based-practices for success.  Educational 
programs that were sustained over a longer duration of time were determined to be more 
successful than one-day workshops (Garet et al., 2001; Vermont Department of 
Education, 2011; Timperly et al., 2007).  Professional development opportunities that 
were embedded into existing teacher responsibilities and based on academic content were 
also recognized as best practice (Vermont Department of Education, 2011; Timperly et 
al., 2007, Garet et al., 2001).   
2. Structured Systems of Support  
 Another common theme among the current literature is the need for structured 
systems of support in order for professional development to have a lasting impact 
(Cordingley, 2015; McKinsey et al., 2007; Vermont Department of Education, 2011).  
The literature provides several different approaches for creating a structured support 
system.  Providing professional development opportunities through different levels can 
be necessary depending on the identified need.  For example, PD may take place with the 




Education, 2007).  Overall, utilizing a team-based approach including coaching, 
modeling, and reflection, (McKinsey et al., 2007), consistent peer mentoring (McKinsey 
et al., 2007; Cordingley, 2015), leadership support, and utilization of specialist expertise 
(Cordingley, 2015), were associated with successful educational outcomes.   
3. Relevance 
 Relevance, a key principle of John Keller’s ARCS (attention, relevance, 
confidence, satisfaction) Theory of Motivational Design (2009), and previously described 
in this chapter, has been identified in the evidence literature as an important component 
for professional learning for teachers (Garet et al., 2001; McKinsey et al., 2007; 
Cordingley, 2015; Timperly et al., 2007).  Timperly et al. (2007) suggests beginning an 
educational session with a rationale or catalyst to engage learners.  Consideration of 
student outcomes and aspiration for specific students can support teacher motivation 
(Timperly et al., 2007; Cordingley, 2015).  Aligning of classroom content and activities 
with professional development provides meaning to educators (Cordingley, 2015).  
According to Timperly et al. (2007), “Effective CPDL [continuing professional 
development and learning] involves rooting professional learning in real world day-to-
day challenges and in existing theories of practice to create a springboard for productive 
and sustained learning” (p. 40) which is what AccessED aims to achieve.   
4. Teaching strategies 
 The evidence suggests several teaching strategies that are associated with 
effective professional development.  Providing a variety of learning activities is found to 




resulted in more positive outcomes (Garet et al., 2001).  As noted earlier, it is important 
to provide motivation and support at the level of the individual educator.  (McKinsey et 
al., 2007).  Application of reflective practices such as self-awareness, discussion of 
understanding, and consideration of the student perspective are also recommended 
(McKinsey et al., 2007; Timperly et al, 2007).  Specific teaching approaches including 
the use of demonstration, specific skill-building, use of case-studies, and modeling are 
associated with positive outcomes for professional development (McKinsey et al., 2007; 
Cordingley, 2015).  To complement the building of specific skills, instruction in 
theoretical principles and opportunities to check for theoretical understanding is 
recommended.  This way, teachers can generalize their learning to apply theory to 
varying situations that may arise.  This also provides the opportunity to learn why certain 
approaches may not work in specific contexts (Timperly et al., 2007; Cordingley, 2015).   
Best Practices to Ensure Classroom Carryover 
 Success of professional development is often defined by gains in student 
outcomes following teacher implementation of a program.  Improvement of student 
outcomes is the dependent variable that this literature search was based on.  The evidence 
literature describes program design and practices that impact student outcomes.   
 For a professional development program to be effective, a needs assessment must 
be conducted prior to the program design (Vermont Department of Education, 2011; 
Gemeda et al., 2012).  This provides teachers and staff members with purpose for the 
education.  A needs assessment also identifies a student outcome that has potential to 




with positive outcomes for achieving implementation, especially when teachers are 
involved with planning and execution of interventions (Joyce & Showers, 2002; Gemeda 
et al., 2012; Timperly et al., 2007).  According to a report by the Vermont Department of 
Education, it is essential that professional development occur at three different levels: the 
student, teacher, and organization (2011).  School leadership can have a positive impact 
on affecting student outcomes by developing a clear vision for the professional 
development opportunity, helping to establish priorities, and assisting with goals for 
individual teachers (Timperly et al., 2007; Vermont Department of Education, 2011).  
Teachers should also establish goals for individual students (Joyce & Showers, 2002).   
In a mixed-methods study, Baird & Clark (2017) used grade-level collaborative 
sessions and implemented planning time directly after.  They also utilized strategies from 
adult learning theory including providing relevant context, an opportunity for active 
reflection, and a chance to make connections to previous experiences.  Through these 
strategies, teachers were then able to implement instructional strategies to promote 
student discourse and reasoning.  Teachers associated the intervention with an improved 
learning environment for students and noted that their students were more independent, 
able to demonstrate their reasoning, and more likely to take academic risks (Baird & 
Clark, 2017).  In another qualitative study by Gemeda et al. (2012), it was shown that 
outcomes improve as a result of professional development when teachers are motivated, 
satisfied, encouraged and supported to apply new knowledge.  Teachers preferred 
instruction in low-maintenance interventions that the student could be responsible for 




that impact student outcomes include: time for contact between the student and teacher; 
utilizing coaching, demonstration, and learning theory; and knowledge of how to utilize 
differentiation in the classroom (Timperly et al., 2007; Joyce & Showers, 2002; Klein & 
Riordan, 2009).   
 Overall, the literature suggests that there is great potential for making significant 
differences in student achievement through teacher professional development (Joyce & 
Showers, 2002).  Influences of both school leadership and teaching staff have an impact 
on the efficacy of professional development implementation.  Improving student 
outcomes is dependent on the need for a particular professional development program, 
the quality of design of the teacher education program, and the strategies utilized within 
the program.   
Best Practices for Collaboration Between Teachers and Specialists 
 Current best practices for successful collaboration between teachers and 
specialists have been well established in the literature (Cordingley et al., 2017 & 2015; 
Barnes & Turner, 2001; Kemmis & Dunn, 1996; Glover et al., 2015).  In this section, 
methods of design for successful collaboration and communication are reviewed and 
discussed.  The impact of embedded specialist services (e.g. OT or speech-language) 
within a school community is also reviewed as related to its impact on professional 
collaboration.   
1. Collaboration and communication 
 According to Friend & Cook (2017), interpersonal collaboration is a style for 




decision making as they work toward a common goal (p. 5).  Successful collaboration can 
utilize several different types of supports including coaching, modeling, reciprocal work 
with a peer mentor group, and teacher observation of therapy sessions in the general 
education classroom (Cordingley et al., 2007 & 2015; Hart Barnett & O’Shaughnessy, 
2015).  Monitoring teachers and occupational therapists and reviewing student progress is 
part of recommended practices for collaboration (Barnes & Turner, 2001).    
 As identified in an exploratory, mixed-methods study with regular education 
teachers as participants, the preferred method of collaboration included periodically 
scheduled verbal meetings (Huang et al., 2011).  A study utilizing pre-scheduled 
meetings in the form of 60-minute collaborative consultation supported this method.  
Following the school’s year-long intervention, a positive effect for overall success was 
found for students with previously identified performance deficits (Kemmis & Dunn, 
1996).  Meetings between professionals in school hallways are often brief and lack 
preparation by all parties.  Establishment of preparatory tasks, prioritizing needs, sharing 
goals and ideas prior to a meeting is more successful (Hart Barnett & O’Shaughnessy, 
2015).  These methods address barriers to collaboration including creating sufficient time 
for collaboration and a need for teams to partner for creation of goals and objectives 
(Barnes & Turner, 2001).   
 The perception of the occupational therapy profession by teachers influences the 
quality of collaboration.  Suc et al. (2017) found that better collaborative outcomes are 
associated with a clear statement of intention as well as an understanding of the way OT 




better understanding of the role of occupational therapy (Reid et al., 2006).    
 Communication skills between professionals contribute to the level of success of 
collaboration (Hart Barnett & O’Shaughnessy, 2015).  Failures in communication 
incorporating occupational therapists is an identified barrier to collaborative success 
(Bose & Hinojosa, 2008).  Along with utilizing pre-scheduled meetings, OTs can utilize 
current best practice for effective communication in the workplace.  Use of interaction 
skills such as active listening, leaning forward and making eye-contact; asking thoughtful 
questions to expand understanding and show listening; paraphrasing to seek clarification; 
and skilled use of in-person and informal contacts can support professional collaboration 
(Hart Barnett & O’Shaughnessy, 2015).  Utilizing a meeting agenda with clear 
procedures can also enhance both communication and collaboration (Hart Barnett & 
O’Shaughnessy, 2015).    
2. Embedded services 
 In the public-school system, occupational therapy practitioners work with a 
variety of stakeholders including educators, team members, district and agency staff, 
parents, caregivers, and students and are expected to form effective partnerships with all 
parties (AOTA, 2017).  Occupational therapists must also understand the climate, culture, 
beliefs, and values of an individual school (Frolek Clark & Chandler, 2013).  Given these 
responsibilities along with current evidence, it is recommended that therapy services are 
embedded within the school with the therapist functioning as a school employee (Suc et 
al., 2017; Huang et al., 2011; Cordingley et al., 2007).   




barriers to full utilization of therapeutic services.  First, the sharing of a physical space 
leads to natural communication opportunities, increased respect among faculty, and better 
inclusive practices (Suc et al., 2017).  While teachers view collaboration positively, 
external collaboration can strain communication as teachers are less likely to approach 
external specialists and therapists are also less likely to follow-up.  When they do make 
contact, it takes longer than average to communicate back to the teacher.  Teachers 
primarily rely on specialists employed by the school (Suc et al., 2017).  A mixed-methods 
study by Huang et al., found similar conclusions regarding the role of speech language 
pathologists (SLPs).  The authors found that the effect of having an SLP as part of the 
staff resulted in positive effects including strong collaboration with teaching staff.  
Teachers noted that the SLP was accessible, at school events, and on-site communication 
exceeded that of other specialists.  They also felt a sense of camaraderie with her and 
noted that the SLP works as hard as they do (Huang et al., 2011).   
 Since teacher knowledge of OT is limited, utilizing the embedded format to 
provide intervention within the classroom allows teachers to understand the role of 
occupational therapy (Huang et al., 2011).  This also allows the opportunity for the 
therapist to show the teacher the equipment, how to use it, and how to introduce it to the 
entire classroom.  A 2007 systematic review found that embedded services focus on a 
specialist approach that benefited both teachers and students.  Recommended practices 
included offering a framework for problem-solving, sustaining the learning process in the 
context of the daily school routine, and acknowledging the quick pace of a school-based 




effective service delivery at individual, interpersonal, and organizational levels.  
(Cordingley et al., 2007).   
Summary 
 This evidence has several implications for the design of a program that targets 
professional development in a private school setting.  Needs of an individual school must 
be considered so that appropriate outcomes can be targeted.  Program design must be 
intentional and include a community of learners, structural support for application of 
skills, teacher motivation and leadership support, and best practices for teaching adult 
learners in the context of their workplace.  Since the goal of professional development is 
implementation for improving student outcomes, skilled interventions such as coaching 
and demonstration should be utilized.  The overall ease of intervention by the teacher 
must also be considered.  It is recommended that collaboration and clear communication 
be added throughout the process of professional development.  Including an occupational 
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CHAPTER THREE – Description of the Program 
Program Description 
 The proposed program, AccessED, consists of an educational course for general 
teachers and embedded classroom support.  The program will directly target independent 
school administrators and teachers, and indirectly impact elementary-aged students at the 
individual, classroom, and school population level.  The educational component is 
designed to be delivered to teachers for one hour, twice per month, in the school 
environment.  The program design includes collaborative efforts among involved 
professionals, teaching strategies appropriate for adult learners, and structured systems of 
support both in and out of the classroom.  Through these methods, teachers will gain the 
knowledge and skills to support students with varying learning needs and profiles. 
 Collaborative practices will be established prior to the onset of the program.  
Input of school teaching staff will be sought in order to create an accurate needs 
assessment that is specific to the unique needs of that particular school.  Teachers and 
administrators will work with the occupational therapist to establish a vision for this 
program as well as goals that align with the mission of the school.  Elementary school 
students who could benefit from differentiation to improve their classroom performance 
will be identified by program participants.  The OT and teachers will collaborate to create 
goals for individual students that will guide their unique intervention.  The bimonthly 
meetings will encompass case-studies presented by teachers.  Solutions will be discussed 
with participation by all educational professionals and the occupational therapist.   




time as well as for supporting teachers in the classroom.  Establishment of relevance, a 
key feature of ARCS Theory of Motivational Design, will be targeted through student 
case-studies, reflection, and development of action plans to ensure classroom carryover.  
A review of predetermined goals will also provide an overarching sense of relevance.  A 
multi-modal approach with a focus on active learning will be emphasized.  For example, 
one session may include demonstration, skill-building, reflection, and/or group problem 
solving.   
 AccessED will provide additional support at several levels.  Support of school 
leadership for the program is developed prior to program onset.  Goals such as creating 
sufficient time, prioritizing the program, and reorganizing teacher responsibilities to 
generate availability will be established.  At the end of the one-hour educational session, 
time will be allotted for grade-level teaching groups to meet and discuss implementation 
plans.  Same-grade teachers will be encouraged to act as support to each other throughout 
the school year.  The occupational therapist will schedule weekly classroom visits with 
each teacher.  This time will be used to provide another point of contact for collaboration, 
observation, feedback, demonstration, and/or identification of student challenges.   
Current Relevance in Education 
 Current policy and trends in education raise the need for further professional 
development among general education teachers.  While educators are expected to be able 
to differentiate learning for all students, teacher preparation programs do not dedicate 
sufficient credit hours, nor provide the hands-on experience necessary to achieve this 




Education Act of 2004 (IDEA) provides procedures, services, and accommodations only 
for students with one of thirteen diagnosed disabilities.  This leaves a gap in service 
provision for students who learn differently but do not have a qualifying diagnosis.  This 
student population can benefit from differentiation in the classroom allowing them to 
perform fully in the least restrictive environment.  Since inclusion has been identified as a 
priority in recent policy, the American Occupational Therapy Association, along with the 
American Physical Therapy Association and the American Speech-Language-Hearing 
Association collaborated to create a statement on delivery of services.  These 
organizations advocated for a “workload” rather than “caseload” approach to school-
based services (AOTA et al., 2014).  A workload approach encompasses a broader 
perspective of therapy services and focuses on collaboration, creating accommodations, 
using assistive technology, therapeutic strategies, and implementing evidence-based 
practice among other roles.  The organizations summarized that “… there is a growing 
need to support all students in the least restrictive environment (LRE) and facilitate 
participation in the general education curriculum; a workload approach helps to meet this 
demand” (AOTA et al., 2014, p. 1).  The proposed program addresses this need by 
focusing on general education, prioritizing collaboration, and emphasizing embedded 
services.   
Process of Delivery and Program Activities 
 As the needs of independent schools vary according to school culture, student 
population, teacher experience, and strengths and weaknesses, a needs assessment will be 




and feedback based on structured questions provided to school administrators, teachers, 
and parents.  Following the completion of the needs assessment, a vision for the program 
will be established with collaboration between the occupational therapist, school 
leadership, and teachers.  The vision will be cohesive with the mission of the school.  
Guidelines for how school leadership will support teacher involvement with the program 
will also be established as the literature shows that including teachers in program 
development leads to more successful outcomes (Gemeda et al., 2012).  Following this 
preparatory work, the initial educational sessions can be scheduled.   
 Teachers will participate in one-hour, bimonthly meetings over the duration of the 
school year.  Meetings will occur on the school campus and take place at the end of the 
school day.  In order to sufficiently prepare for the educational experience, an agenda will 
be sent to all participants a minimum of three days prior to the scheduled time (Hart 
Barnett & O’Shaughnessy, 2015).  Preparatory tasks, including the use of a student case 
study (see Appendix A) will be outlined in the agenda.   
 Each session will begin with a brief overview of a case study.  This will be shared 
by one of the teachers and involve a student in their classroom that illustrates the concept 
addressed, and can benefit from the group’s collaborative problem solving.  This catalyst 
to engage will provide relevance, and therefore increase motivation for group participants 
(Timperly et al., 2007; Baird & Clark, 2017).  Each of the bimonthly sessions will have a 
concept or theme that falls within the domain of occupational therapy to be addressed.  
The concept may include topics such as social participation, handwriting skills, emotional 




the Universal Design for Learning framework.  Methods of teaching will use active, 
adult-centered learning and will include methods for classroom implementation, 
demonstration, reflective discussion, and skill-building.  Following the educational 
component, the group focus will return to the case study.  Collaborative group problem-
solving will be used to propose resolutions for the case study.  Suggestions for 
implementation supporting the case study will be sought, along with ideas that 
participants have for implementing the concept within their own classrooms.  The final 
10 minutes of the session will be reserved for same-grade level teachers to meet and 
create action plans for implementation.    
Participants and Recruitment 
 All components of AccessED will be overseen and facilitated by an occupational 
therapist.  School administrators will be involved with the onset of the program and 
supporting teachers through the duration of the program.  Pre-school to fifth grade 
general education teachers will receive the educational intervention as well as support of 
the occupational therapist.  Participating teachers will not have a background or 
continuing education experience in special education.  As one of the main program goals 
is implementation of strategies for differentiation in the classroom, general education 
students are indirect recipients of the program.  Students involved will not have an 
established Individualized Education Plan (IEP), but will have an identified area in 
school where they are not meeting their full potential.  An example might be a child who 
excels at math and social participation with peers but struggles with organization, 




 In order to recruit independent schools that are appropriate for this program, 
involvement with two main independent school organizations will be necessary.  The 
Association of Independent Schools in New England has over 200 member schools in 
New England.  This organization has opportunities involving professional development, 
event sponsorships, and various levels of corporate sponsorships.  Likewise, the 
Independent School Association of Northern New England provides opportunities for 
corporate sponsors to participate in various events, present at conferences, and connect 
with member schools in Maine, New Hampshire, and Vermont.  Professional networking 
will be a key tool for recruiting independent schools to participate.  Detailed information 
on dissemination can be found in Chapter 6.  An example of an independent school that 
would be suitable for the services AccessED provides is presented in the following case 




















Incorporation of Current Evidence 
The current evidence literature has several implications for the design of a 
program that targets professional development in an independent school setting.  A 
thorough literature review of best practices resulted in recommendations for program 
design, structured systems of support, and effective teaching and learning strategies.  A 
review of outcomes in the literature has influenced the design and methods of AccessED, 
and has been incorporated into the educational intervention.   
Relevant suggestions for program design in the literature include conducting a 
needs assessment at the start of the program; (Vermont Department of Education, 2011; 
Case Study: Example of an Applicable School 
 
Bell Day School (BDS) is an independent school that serves preschool through 
eighth grade.  Located fifteen minutes outside of Portland Maine, Bell Day School has 
an enrollment of 550 students.  The school highly values the unique perspective that 
each student brings to the learning experience.  The recognition of individual strengths 
different learning profiles influenced the board of trustees elected to adopt AccessED. 
An interview with the head of school yielded areas of strength and areas to 
inform the content of AccessED for future improvement.  The BDS budget allocates 
funds for teacher in-service days and professional development.  However, past 
curriculum changes following in-services have been met with uncertainty by teachers.  
For example, in the prior school year the teachers were provided a training on a new 
school-wide positive reinforcement system.  While the benefit of the program was 
intended to be universal, only select teachers implemented the program, thus 
minimizing the efficacy of the program.  The head of school shared that she wants 
more continuity between different grades to create a consistent school culture and a 
sense of community.  The school utilizes current technology, has a maker’s lab, and 
computer-related assistive technology available for students when needed.  For 
specific activity areas, the head of school suggested that lunch and recess are areas 
that could use improvement as they can seem loud and chaotic.  Several teachers have 
shared in this concern.  The administration is also interested in the evidence behind the 
flexible seating trend.  The head of school is open to new, innovative ideas for 





Gemeda et al., 2012), providing the intervention on-site; (Garet et al., 2001), sustaining 
the program over a long duration; (Garet et al., 2001; Vermont Department of Education, 
2011; Timperly et al., 2007), and embedding the program into existing teacher 
responsibilities (Vermont Department of Education, 2011; Timperly et al., 2007, Garet et 
al., 2001).  These practices have been incorporated into AccessED through development 
of a needs assessment; by holding sessions on the school campus; through creation of a 
timeline that sustains the program over the course of the school year; and by partnering 
with teachers and school leaders to ensure that the program supports current teacher 
responsibilities.   
The literature revealed that professional development is most effective when 
structured systems of support are provided (Cordingley, 2015; McKinsey et al., 2007; 
Vermont Department of Education, 2011).  Providing professional development 
opportunities at levels involving the entire school, a single grade level, and/or the 
individual teacher level can be necessary depending on the particular need (Vermont 
Department of Education, 2011).  Overall, utilizing a team-based approach including 
coaching, modeling and reflection (McKinsey et al., 2007), consistent peer mentoring 
(McKinsey et al., 2007; Cordingley, 2015), leadership support, and utilizing specialist 
expertise (Cordingley, 2015), were associated with successful educational outcomes.  
Inclusion of an OT practitioner as part of the school faculty to support embedded services 
was also associated with positive outcomes (Suc et al., 2017; Huang et al., 2011; 
Cordingley et al., 2007).  These practices have been integrated into the program through 




through interactions between the occupational therapist and individual teachers.  Given 
successful evaluation outcomes in the first two years of the program, the recommendation 
to include the occupational therapist as a member of school faculty will be made.   
Utilization of active teaching strategies also emerged as a theme in the literature 
(Garet et al., 2001).  Application of reflective practices such as self-awareness, discussion 
of understanding, and consideration of the student perspective are also recommended 
(McKinsey et al., 2007; Timperly et al, 2007).  Specific teaching approaches such as the 
use of demonstration, specific skill-building, use of case-studies, and modeling are 
associated with positive outcomes for professional development (McKinsey et al., 2007; 
Cordingley, 2015).  To complement the building of specific skills, instruction in 
theoretical principles and opportunities to check for theoretical understanding is 
recommended.  (Timperly et al., 2007; Cordingley, 2015).  Several of these guiding 
principles in the literature have influenced the structure of the educational intervention.  
These include reflective exercises; (McKinsey et al., 2007; Timperly et al, 2007), multi-
modal learning; (McKinsey et al., 2007; Cordingley, 2015), and the teaching and 
application of Universal Design for Learning in order to give participants a theoretical 
framework (Timperly et al., 2007; Cordingley, 2015).  In addition to these strategies, the 
use of collaboration was emphasized through creation of a collaborative vision, 
collaborative problem-solving within the educational sessions, and in the classroom for 
implementation (Friend & Cook, 1992; Cordingley et al., 2007 & 2015; Hart Burnett & 




Incorporation of Theory 
Following a review of the theoretical literature, two frameworks were selected for 
incorporation into the program.  First, John Keller’s ARCS (attention, relevance, 
confidence, satisfaction) Theory of Motivational Design was utilized in order to provide a 
structure for keeping teachers engaged and motivated to complete the program (Keller, 
2009).  Principles from Universal Design for Learning (UDL) are introduced to teachers 
in the educational session as a framework for implementing their professional 
development in the classroom (Hall, et al., 2010; Rose & Meyer, 2008).  The two theories 
provide a framework for AccessED 
ARCS Theory of Motivational Design 
John Keller’s ARCS Theory of Motivational Design was selected to provide a 
theoretical framework for the presented problem as well as to guide the approach of the 
educational intervention.  ARCS Theory emphasizes motivational factors that influence 
an adult’s ability to learn.  One important principle of this theory is that situation-specific 
factors comprise learner motivation (Keller, 2009).  Keller’s theory recommends 
analyzing the context of the educational intervention.  An analysis of the audience, 
objectives, materials, and tactics mediate the design of the seminar, lecture, group 
discussion, etc.  Following this analysis, Keller proposes the following key ingredients to 
engage and motivate learners:   
1. Attention: According to Keller (2009), attention must be acquired before learning 
can take place.  Three subcategories of attention are described: Perceptual arousal; 




stimulus (Keller, 2009).  For example, strategies to increase perceptual arousal 
may include the instructor altering the volume of their voice, changing the 
environment, or even adding humor to their lesson.  Inquiry arousal involves 
curiosity invoked by a problem situation (Keller, 2009).  A compelling case study 
may ignite a learner’s interest and solicit their attention.  Variability is necessary 
for sustaining attention (Keller, 2009).  For example, varying the distribution of 
information between lecture, discussion, and roleplaying can assist a learner in 
maintaining an attentional threshold that is necessary for the learning process.    
2. Relevance: Keller (2009) describes relevance as a powerful factor in determining 
how a person is motivated to learn.  He defines relevance as things which people 
perceive as instrumental in meeting needs and satisfying desires (Keller, 1983b).  
Goal orientation, motive matching, and familiarity are concepts of relevance that 
impact a learner’s motivation.  Learners will be more motivated to learn if they 
realize that the material learned can help them realize future goals (Keller, 2009).  
Utilizing real-life examples is a strategy that can provide relevance.  Creating an 
environment that is compatible with a learner’s own motivation is motive 
matching (Keller, 2009).  Motive matching will vary depending on the profile of a 
group of learners but can include opportunities for leadership, group 
collaboration, etc.  Use of familiar scenarios can also motivate learners by 
building on interests and experiences that the learner is comfortable with.    
3. Confidence: White (1959) describes competence as a biological component of 




opportunities for success are provided in a controlled and meaningful learning 
environment.  Strategies for enhancing confidence include defining the 
requirements of the learner, creating opportunities for success, and emphasizing 
personal control (Keller, 2009).  After the learning expectations are defined, 
appropriate challenges are presented to learners.  Tasks gradually increase in 
difficulty as individuals master more complex concepts.  To provide learners with 
a sense of personal control, Keller suggests utilizing strategies such as providing 
corrective feedback, using short-answer tests instead of multiple-choice, and 
attributing the learner’s success to their effort and ability (Keller, 2009).   
4. Satisfaction: The final element of Keller’s model involves generating satisfaction 
among learners.  This is achieved through the creation of natural consequences, 
positive consequences, and equity (Keller, 2009).  In the learning process, a 
natural consequence is the ability to apply new skills.  This knowledge can be 
applied through simulations, experiential learning, case studies, and application to 
concurrent work to create satisfaction.  Positive consequences can also be used to 
provide satisfaction in the form of incentive (awards, scholarships, privileges, 
etc.)  Keller notes that ensuring these opportunities are provided equally and 
without direct comparison is essential when working to increase learner 





Table 3-1. Application of ARCS Theory in AccessED 
Element of 
Arcs Theory 
Examples of Application 
Attention Variability: The program design will elicit participation from teachers, 
and utilize multiple presentation modes.  
 
Specific examples: Case-studies and skill building will provide specific 
examples of how to implement learned strategies. 
 
Inquiry: A catalyst to engage presented at the start of the educational 
session will serve as a prompt for participants to investigate.   
Relevance Experience: The program recognizes the valuable classroom 
experiences of teachers.  AccessED utilizes reflective activities to allow 
teachers to share their experiences as a learning experience.   
 
Current usefulness: The topic will reflect a current challenge that has 
an impact on student performance.  Additionally, time to create an 
action plan is allocated at the end of the educational session.    
 
Modeling: Modeling will be used in the classroom during collaborative 
consultation.   
 
Choice: A variety of solutions to the problem will be discussed by the 
group and the occupational therapist.  This allows for teachers to select 
what works best in their classroom.   
Confidence Feedback: Teachers will have the opportunity to receive feedback in 
groups and individually.    
 
Learner control: Teachers have input on the session topics.    
 
Intervention content: Solutions will be presented and emphasized based 
on ease of implementation.   
Satisfaction Convey the benefit of learning: Teacher input on selected topics, case 
studies, and the integration of planning time will give teachers a 
connection between the program and student outcomes.   
 
Provide reinforcing feedback:  The ability of the occupational therapist 
to work with teachers in their classrooms will allow for immediate 





    The ARCS Theory of Motivational Design contains foundational components and 
elements that are relevant to motivating adult learners.  The importance of instructional 
design and audience analysis are emphasized throughout this model as a foundation for 
creating opportunities for motivation.  Through facilitation of attention and creation of 
relevance, confidence, and satisfaction, teachers can build upon their own skill set to 
master increasingly specialized concepts and skills.  This application-focused theory 
stands apart from others due to its practicality and problem-solving design approach 
(Keller, 2009).  Examples of application of ARCS Theory in AccessED can be found in 
Table 2-2. 
Universal Design for Learning 
 Universal Design for Learning (UDL) is a framework that helps identify and 
remove barriers so that all students can participate in the learning process.  It focuses on 
learner strengths and provides flexible materials and instruction.  Grounded in 
neuroscience research, the framework has two key assumptions.  First, “learning in the 
individual brain is highly diverse and distributed,” and second, “learning among different 
individuals is also highly diverse and distributed” (Hall, et al., p. 5).  This applies to the 
student population who will indirectly benefit from AccessED.   
Applicable Guidelines 
1. Provide multiple means of representation:  This gives students the opportunity 
to receive and analyze information through different formats (Rose & Meyer, 
2006).  Several options exist to help a student perceive the information presented 




alternatives to lecture-style presentations; offering alternatives to items that are 
presented visually; illustrating concepts through multiple media; guiding the 
student through the steps of information processing; and utilizing visualization 
and manipulation.  To ensure understanding, educators should help students 
generalize the information that they receive (Hall, et al., 2012).   
4. Provide multiple means of action and expression:  This considers ‘how’ the 
child learns and includes problem solving and the development of strategies (Rose 
& Meyer, 2008).  Under a UDL framework, an educator should consider the 
physical and cognitive needs of the students.  Strategies that could be used to 
facilitate successful action and expression may include: Allowing the student to 
write instead of type; accommodating for slower processing speed by allowing for 
extra time during an oral exam; use of sensory breaks; flexible seating; and both 
high and low-tech adaptive equipment.  Strategies such as demonstration, 
allowing for practice time, and scaffolding can also enhance a student’s ability to 
express their learning (Hall et al., 2012).  Hall et al., suggest helping students 
build executive functioning skills as a way to enhance the learning process, 
encourage independence, and work toward larger goals (2012).   
5. Provide multiple means of engagement:  Through affective networks students 
become motivated, attentive, and able to choose active learning (Rose & Meyer, 
2006).  When possible, educators should add choice, create authentic 
opportunities for learning, and allow students to connect the learning with 




regulate learning by helping the student identify strengths and weaknesses, 
motivation, and personal coping skills and strategies (Hall, et al., 2012).   
The aforementioned guidelines of UDL will provide a framework for intervention 
within the proposed program.  Teacher participants will gain knowledge and explore the 
applications of Universal Design of Learning within the context of their own classrooms.  
As teachers apply their understanding, the guidelines will provide a means for supporting 
student success at the level of an individual learner.   
Outcomes 
This program is designed to provide teachers with evidence-based professional 
development that is intended for the general education classroom.  Teachers will learn 
strategies for differentiation to support individual student learning.  Course sessions are 
based on the results of a school needs assessment that is conducted at the start of the 
school year.  At the end of the school year, participants will have achieved the following:  
• Educators will report greater perceived knowledge and skills of selected topics, as 
demonstrated by self-assessment completed pre- and post-intervention.    	
• Educators will be able describe the role and scope of OT in the general education 
classroom.  	
• Educators will increase the number of strategies used in the classroom as 
measured by observation and number of student encounters initiated for the 
purpose of differentiation.  	
• Students will increase attainment of individual goals.  	




following differentiation, as measured by individual goals and case study review; 
increased regular collaboration between OTs and teachers; and an increased number of 
OTs in the general education independent school setting.   
Potential Implementation Barriers 
 The nature of this emerging area in occupational therapy creates barriers that 
challenge project implementation.  The role of occupational therapy is not well known to 
professionals in general education (Benson et al, 2016; Casillas, 2010a; Cahill & Lopez-
Reyna, 2013).  Another component of the AccessED, differentiated instruction, is not 
common practice in school classrooms (Hawkins, 2009).  Teacher attitudes can be a 
barrier to implementing differentiation in the classroom (Gal et al., 2010).  To address 
this, time is reserved in the first educational session to clarify the role of occupational 
therapy and how therapists can support teachers and students.  Teachers will be instructed 
in Universal Design for Learning to provide them with a theoretical framework that 
supports the need for differentiation.  In addition to this, teachers will provide case-
studies of their students.  This will serve as a motivational tool and clearly establish a link 
between learning and application.   
Conclusion 
 The proposed program, AccessED, encompasses a collaborative group educational 
opportunity for teachers, and supportive systems within the school environment to 
support professional development implementation.  AccessED is an evidence-based 
program for general education in independent schools.  The educational course for 




best practices.  ARCS Theory of Motivational Design and Universal Design for Learning 
have informed the design and delivery of program content.  Several program activities 
were selected to provide variation in learning.  These include skill-building, the use of 
case studies, demonstration, reflective discussion and creation of an action plan for 
implementation.  Expected short-term outcomes include gains in teacher knowledge and 
skills of presented topics, and an ability to describe the of the OT practitioner.  
Intermediate outcomes include increased differentiated instruction in the classroom 
among individual students, and increased student success.  In the long-term, AccessED 
aims to increase regular collaboration between OTs and general education teachers, and 
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CHAPTER FOUR – Evaluation Plan 
Program Evaluation Vision 
The program entitled AccessED provides education for teachers regarding 
implementation of differentiated learning to benefit students in a general education 
classroom.  The following evaluation of procedures is intended as a combined formative 
and summative approach to be implemented following initial project launch.  The 
program intervention consists of bimonthly teacher educational seminars led by an 
occupational therapist over the duration of the school year.  Course design is based on 
ARCS Theory of Motivational Design and Universal Design for Learning (Keller, 2009; 
Rose & Meyer, 2006).  Teachers will learn and develop skills on selected topics, 
strategies for making and implementing appropriate accommodations, and develop a 
toolbox of resources to address future needs.  Intended outcomes include (1) educators 
will report greater perceived knowledge of selected topics, (2) educators will report 
greater perceived confidence in intervention skills, (3) educators will be able to describe 
the role and scope of occupational therapy in the general education setting, (4) educators 
will increase the number of strategies used in the classroom, and (5) individual students 
will demonstrate increased academic success following differentiation, as measured by 
individual student goals.  This chapter will focus on the evaluation process as related to 
these five goals.  Longer-term outcomes include (1) an increase in regular collaboration 
between OTs and teachers and (2) an increase in the number of OTs in the general 
education independent school setting.  As these evaluations will not take place in the first 




 Patton (2008) describes program evaluation as an emerging area between science 
and action that bridges knowledge and application.  This evaluation is needed to 
determine that AccessED delivers effective professional development (PD).  The program 
evaluation will determine perceived competence of educators, their knowledge of the OT 
profession, and efficacy of implementation following the completion of the school year.  
The information will be used to identify areas the program can improve or expand upon 
in future years and to ensure that the program has outcome-based measures at this early 
stage. 
Logic Model 
 A logic model included in Appendix C delineates a visual representation of the 
reasoning behind the program evaluation.  Participants include teachers who possess a 
background in general education and have not taken continuing education courses in 
learning differentiation or special education.  Students participants who indirectly benefit 
from the program will not have an established Individualized Education Plan (IEP) but 
are not performing to their full potential at the onset of the intervention.   
The nature of the problem is that students with various learning preferences do 
not receive differentiation that can support their academic performance.  General 
education teachers may not have the knowledge on how to best support these students.  
An educational foundation including strategies for implementation can help general 
education teachers support these students.  Since the educational intervention will be 
targeted at teachers, a program theory related to adult learning has been adopted.  The 




confidence, and satisfaction, in order to motivate adult learners in an interactive format 
(Keller, 2009).  Universal Design for Learning will frame the interventions that teachers 
will take back to their classrooms (Rose & Meyer, 2006). 
 Essential resources for this program include teacher time for education and 
classroom collaboration, space for educational sessions, materials for demonstration and 
equipment for individual student interventions.  Funding is needed to cover program 
expenses and dissemination (see Chapter 5).   
 Outputs include the number of one-hour educational seminars held over the 
course of the school year.  The number of participating teachers in attendance and 
number of teaching encounters initiated for implementing differentiation are also key 
program outputs.   
Several outcomes are anticipated with this program model.  As a short-term 
outcome, educators will self-report greater perceived knowledge and skills of selected 
topics.  Educators will also be able to describe the role and scope of occupational therapy 
in the general education setting.  At the intermediate level, teacher participants will 
increase the number of strategies used for differentiation in the classroom.  Additionally, 
students will demonstrate increased participation and/or academic success as measured 
by goal tracking and case reviews.  Potential long-term outcomes include increased 
regular collaboration between OTs and general education teachers, and an increase in the 
presence of occupational therapy in private school general education as measured by 




Evaluability Assessment Plan 
As the presented program takes place in the context of an entire independent 
school, an interdisciplinary team of stakeholders will be important to ensure evaluation 
success.  These stakeholders will consist of school administrators, teachers, occupational 
therapists, parents, and the school’s director of enrollment.  Stakeholders will likely have 
varying priorities that will be highlighted in this stage, as well in other stages of 
evaluation.  These priorities are likely to range from increased teacher knowledge and 
skills, ease of implementation, and student outcomes.  Beyond the first two years, further 
evaluations will likely include the impact on teachers’ job satisfaction, cost-effectiveness, 
and marketability.  The evaluability assessment for the initial goals will take place prior 
to the program evaluation.  The author will bring structured questions and proposed 
evaluation goals to stakeholders, to target these areas of identified need and to seek a 
general agreement among the group members to adopt the program evaluation goals.  In 
addition, input will be elicited regarding the logic model and the interdisciplinary 
perspectives that stakeholders can bring regarding program resources, external 
influencing factors, and outcomes.  Creation of a plan to analyze and commit to 
implementing data should be finalized through generation of deadlines and scheduling an 
implementation meeting following data collection and analyzation.   
Evaluation Scope 
The initial program evaluation includes aggregate and individual data as related to 
five short-term and intermediate goals.  The summative program evaluation will take 




the onset of the educational seminars, beginning in September.  The following May, the 
post-tests will be distributed, data related to teacher implementation will be collected, and 
reviews of student case studies and goals will be conducted.  This timeline allows for 
analyzing of outcomes and adjustment of program protocol as indicated before the end of 
the school year.  The number of teacher and student participants will vary greatly as the 
population of independent schools can range from very small to very large.  Therefore, 
the scope of the evaluation, for example, time, setting, numbers of clients or records to be 
studied as applicable, inclusion and exclusion criteria, will be dependent on the program 
site.    
Gathering Qualitative and Quantitative Data 
Outcomes will be measured for teachers and students in this phase of the 
evaluation.  Change related to this intervention is related to an increase in teacher 
knowledge and skills, the ability to describe the role and scope of OT, an increased 
number of classroom strategies used for differentiation, and increased student outcomes.  





Table 4-1. Evaluation Methods 
Goal Measurement Method 
Qualitative Quantitative 
Determine if educators 
report increased 




Teachers will fill out a 
questionnaire before and 
after the intervention. 
Determine if educators 
have greater perceived 
intervention skills.  
	  
Self-assessment 
Self-assessment will take 
place before and after 
intervention.  
Determine if educators 
can describe the role and 
scope of OT in the 




	 A brief verbal interview 
will take place following 
intervention.   
Determine if teachers 
have increased the 
number of strategies used 









The number of classroom 
strategies used will be 
measured before and after 
intervention.  The category 
of strategy used will be 
gathered for descriptive 
data.   
Determine if students 
increased attainment of 






Since individual goals will 
vary, individual and 
aggregate success can be 
measured with GAS. 
 
Quantitative Measures 
Quantitative measures will include self-assessment, a tally of the number of 
encounters teachers used to implement differentiation, and goal attainment scaling.  Both 
baseline and post-intervention data will be collected for these measures.  Educators 
involved will take a pre-test and post-test in order to measure this change.  While the 
questions will vary depending on the identified needs of an individual school, an example 
of the teacher questionnaire is found in Table 4-2.  Before and after the implementation 




differentiation will be recorded.  Criteria for intervention encounters are located in 
Appendix D.  A stable baseline will be collected by a data collector trained in the 
established criteria.  The data collector will observe each teacher’s classroom for 1.5 
hours, over two weeks, before and after the intervention.  To capture individual student 
outcomes, goal attainment scaling (GAS) will be used.  Goal attainment scaling is a 
systematic measurement that can be applied to many types of goals made for individual 
client needs (Kiresuk et al., 1994).  Since AccessED adjusts student goals to areas where 
they can improve, this method will collect data that is useful at both the individual level, 
and will give a general idea of aggregate process.  Numerical values for each goal 
ranging from -2 (progress is much less than expected), to 2 (progress is much more than 





Table 4-2. Example of Pretest/Posttest Questionnaire of Teacher Knowledge 
Self-Assessment of Knowledge Related to: 
Childhood attention 






(4) Very knowledgeable 
about 
Behavior strategies 






(4) Very knowledgeable 
about 
Emotional regulation 






(4) Very knowledgeable 
about 
Social interaction 






(4) Very knowledgeable 
about 
Visual challenges 






(4) Very knowledgeable 
about 
Alternative seating 






(4) Very knowledgeable 
about 
Fine motor development 






(4) Very knowledgeable 
about 
Technology as an accommodation 






(4) Very knowledgeable 
about 
Executive functioning 






(4) Very knowledgeable 
about 
Sensory profiles 












Table 4-3. Example of Pretest/Posttest Questionnaire of Teacher Skills 
Self-Assessment of Skills Related to: 
Improving child attention 






(4) Very knowledgeable 
about 
Implementing behavior strategies 






(4) Very knowledgeable 
about 
Assisting students with emotional regulation 






(4) Very knowledgeable 
about 
Facilitating meaningful social interactions 






(4) Very knowledgeable 
about 
Making accommodations for visual challenges 






(4) Very knowledgeable 
about 
Implementing alternative seating strategies 






(4) Very knowledgeable 
about 
Facilitating opportunities for developing age-appropriate fine motor skills 






(4) Very knowledgeable 
about 
Utilizing technology as an educational accommodation 






(4) Very knowledgeable 
about 
Teaching executive functioning skills 






(4) Very knowledgeable 
about 
Addressing children with various sensory needs 













 Collection of qualitative data for the program evaluation consists of an informal 
interview, records review, and case-studies.  Qualitative data will be collected only after 
the program intervention is complete.  A short verbal interview will be conducted to 
determine if the educator has knowledge of the role and scope of occupational therapy.  A 
transcript will be recorded and analyzed for key words.  A record review will provide 
valuable descriptive data regarding the type of interventions that educators were able to 
implement.  A summary of categories that will be used to describe classroom 
interventions is located in Appendix D.   Finally, case studies on individual student goal 
attainment will provide essential descriptive information to the program.  Case studies 
will provide a functional perspective of program outcomes.   
Data Analysis and Reporting 
 A mixed approach of descriptive statistics and causative data will be presented for 
review.  Causative data will be analyzed for change between pretest and posttest using t-
tests and analysis of variance.  The number of student encounters after the intervention 
will be reported and compared to the baseline.  Individual student goal attainment will 
also be described according to GAS.  An executive summary will be developed and 
presented to stakeholders for consideration prior to the end of this school year. 
Conclusion 
 Evaluation of AccessED contains many components that gather information 
related to short-term and intermediate outcomes.  Through methodological collection of 




obtained.  Teacher self-assessments, informal interviews, record reviews, a tally of 
student intervention encounters, goal attainment scaling and case-studies provide 
valuable insight to the efficacy of AccessED and will help identify program areas that can 
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CHAPTER FIVE – Funding Plan 
Description of the Proposed Program 
School-based occupational therapists enhance participation through prevention, 
promotion, education, direct intervention or through whole school initiatives (AOTA, 
2016).  Although addressing the needs of general education students is within the scope 
of occupational therapy, these services have not been adopted by independent schools 
and are not mandated regulations in the Individuals with Disabilities Education Act.  
Factors contributing to this problem include: 1) educators’ lack knowledge of the role of 
occupational therapy (OT), 2) general education teachers’ lack knowledge of how to 
accommodate students with varying needs and learning preferences, and 3) the large 
number of children without established diagnoses who do not receive OT.  To address 
this gap in service delivery, a method customized for independent schools has been 
developed through the use of current evidence, with integration of the ARCS (attention, 
relevance, confidence, and satisfaction) Theory of Motivational Design, and Universal 
Design for Learning (Keller, 2009; Hall & Meyer, 2012).   
A service delivery method, titled AccessED, is intended to meet the needs of 
independent schools and further define the value and scope of OT in the school system.  
Course content will include three unique service delivery methods which include: 1.  
Inclusion of an occupational therapist on the school staff, 2.  An interactive professional 
development (PD) course for general education teachers, and 3. Collaborative 
consultation to support classroom implementation of OT strategies.  The PD course 




demonstration, skill building, implementation planning, and reflection.   
 Expected short-term outcomes of the PD course include gains in teacher 
knowledge and skills of presented topics, and the ability to describe the role and scope of 
OT in an independent school setting.  Intermediate outcomes include an increase in 
utilization of pre-determined strategies by teachers in the classroom, and an increase in 
student participation and/or academic success.  Long-term goals include increased 
collaboration between OTs and teachers, and an increase in the number of OTs in the 
general education setting in independent schools.   
Funding Overview 
 This chapter describes funding plans for creating, implementing, and 
disseminating the proposed program.  Costs for initial program establishment and the first 
year of implementation are outlined.  Next, a budget for expected costs is presented for 
the second year.  As funding for the occupational therapist salary will be provided by the 
contracted entity, the next plan discusses these details.  An overview of dissemination 
fees is presented, with further detailed information in Chapter 6.  Current available 
resources and potential funding sources are also identified in this chapter.   
Available Local Resources 
 Many resources are readily available for program establishment.  The author 
maintains professional and personal connections in Southern Maine where there are 
several independent schools.  This may prove useful for connecting with independent 
school administrators who may be interested in enrolling in the program.  Additionally, 




office supplies, and small intervention tools) that can be utilized for the program.  An 
established home office will be utilized for administrative needs and the contracting 
school will provide classroom space for collaborative consultation and group educational 
sessions.   
Role of Participating Schools in Funding 
The program is designed to enhance the knowledge and skills of independent 
school teachers in order to improve their students’ classroom performance.  In order for 
schools to access the program, they will be required to fund the salary of the occupational 
therapist and recommended specialized equipment for students.  According to a 2015 
study, the median hourly rate for self-employed school therapists is $68 per hour (AOTA, 
2015).  The contracted entity will be billed at this rate for direct services including 
delivery of education, intervention, and collaborative consultation.  Teacher time will be 
paid through their existing salary.  The contracted school will also be responsible for 
purchasing the recommended equipment for individual students.  The expense of this 
equipment is highly variable and will depend on the individual student’s needs.  The 
price of five commonly used therapeutic items are considered:   Noise reduction 
headphones cost $26.99, a cost $56.99, a t-stool is $69.99, a classroom sensory break box 
costs $199.99, and a mini indoor trampoline is $74.99 (Fun and Function, 2019).  The 
estimated cost of this equipment will be $2,000 in Year 1.  Spending in this area will be 
analyzed and reevaluated for the Year 2  
Needed Resources 




dissemination.  In the first year, the author will volunteer an estimated 65 hours for 
creation of course content, analysis of needs assessment, and program development.  
Once program income is established, the author, an occupational therapist will be paid at 
$68 per hour.  In year 2, an estimated 55 hours of administrative work by the author will 
be completed for a total of $3,740.  An accountant will be contracted in the Year 1 to 
establish the program as a Limited Liability Company (LLC).  This will cost $400 for the 
time of the accountant, $175 for initial filing fees, and $85 per year for state license 
renewal, totaling $660.  A lawyer will be utilized to create contracts that will be used to 
establish the expectations between the therapist and independent school.  This will cost 
an estimated $400.  Dissemination is an essential component of this program as at least 
one school contract must be secured for AccessED to run.  The dissemination budget 
includes website creation, sponsorship with private school associations, networking, and 
promotional materials.  Detailed dissemination information can be found in Chapter 6.  
Total estimated cost for program implementation in Year 1 is $1,060.  For Year 2, the 





Table 5-1. Implementation Costs 
Implementation Costs 
Budgeted Item Year 1 Year 2 
Occupational Therapist 
Salary 
-Creation of course 
content: 25 hours 
-Analysis and 
recommendations for 
needs assessment: 5 hours 
-Program development: 35 
hours 
65 volunteer hours = $0 
 -Creation of course content: 
25 hours 
-Analysis and 
recommendations based on 
first year evaluation and 
ongoing school needs: 15 
hours 
-Program development: 15 
hours 
50 hours at $68/hour = $3,740 
Office Supplies (Printer, 
paper, laminator, computer 
and software) 
$0 (Therapist’s own) $0 
Small OT Supplies 
(Therapy ball, wiggle 
seats, pencil grips, resistive 
putty, etc.) 
$0 (Therapist’s own) $200 
Accountant $400 $0 
Lawyer $200/hour for 2 hours $400 $0 
LLC $175 + $85/year $85 
Dissemination $5,466 $3,502 
Total Implementation 
Cost $6,526 $7,527 
 
Potential Funding Sources 
 Funding for the program can be derived from four main sources.  The author can 
provide personal capital for Year 1 of the program.  The contracted entity will provide the 
occupational therapist’s salary as well as pay for recommended equipment to facilitate 
student accommodations.  Program income from the first year can be utilized for 




have an expressed interest in education can also provide potential funding and are 
identified in Table 5-2.   
Table 5-2. Potential Funding Sources 



















The Sam L. Cohen Foundation supports programs that 
address access to education, school readiness, and 
grade-level proficiency.   
 
Initial inquiry December 1 – January 15, June 1 – July 

















The Foundation supports Maine organizations.     
 












Supports health and wellness and educational 
initiatives in the state of Maine.   
 













Education is a priority area of resource allocation, 
specifically for initiatives that raise student awareness, 
academic success, achievement, and aspirations.  
Geographical focus in Maine, New Hampshire, 
Massachusetts, and Vermont.   
 








 The proposed program will incur expenses related to implementation, 
dissemination (See chapter 6), and maintenance through the first two years.  Estimated 
aggregate cost for Year 1 is $6,526.  In Year 2, funding the program will be $7,527.  
Expenses increase in the Year 2 due to volunteer time by the author at program onset.  
Volunteer hours, fees incurred by the contracted entity, and potential funding sources 
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CHAPTER SIX - Dissemination 
Program Description 
The program AccessED will address a lack of occupational therapy services in 
private school general education.  The program includes a comprehensive, embedded 
model for occupational therapy with an emphasis on educating and collaborating with 
teachers.  Design of the institution-based professional development course is influenced 
by ARCS (attention, relevance, confidence, and satisfaction) Theory of Motivational 
Design and Universal Design for Learning (Keller, 2009; Rose & Meyer, 2006).  
Educational sessions include review of a case study, collaborative problem solving, 
demonstration, reflection, skill-building, and creation of an action plan.  Upon program 
completion, at the end of the school-year calendar, teachers are expected to report greater 
perceived knowledge and skills of selected topics and be able to describe the scope of 
occupational therapy in the general education setting.  Intermediate outcomes include 
adoption of differentiation strategies by the teachers, and increased student success.  In 
the long term, AccessED aims to increase regular collaboration between OTs and 
teachers, and increase the number of occupational therapy practitioners in the general 
education setting of independent schools.   
Dissemination Goals 
 In this section, the long-term goal of the program AccessED will be introduced 
along with three short-term goals.  Dissemination is an essential step for AccessED to be 
implemented.  At least one independent school needs to adopt the program for the pilot to 




within the entire independent school community are included.   
Long-term goal 
• The dissemination of AccessED to the primary audience will lead to an increased 
number of occupational therapy practitioners practicing in the general education 
setting of independent schools.   
Short-term goals  
 There are three short-term goals which will assist in reaching the long-term goal. 
The dissemination of AccessED: 
1. Will lead to two independent schools contracting to host the program.   
2. Will inform general education teachers and independent school 
administrators of the role and scope of occupational therapy in the general 
education setting.   
3. Will lead to the adoption of AccessED by educators to obtain knowledge and 
skills on the selected topics related to occupational therapy.   
Target Audiences 
The primary audience for dissemination of AccessED is independent school 
administrators in New England.  This includes but is not limited to heads of school, lower 
school heads, board of trustees, deans, and directors of academic support.  Dissemination 
efforts will focus primarily on this population with the prospect that these educational 
leaders may adopt the program for their school.  The secondary audience is general 
education teachers instructing preschool to grade five in independent schools.  This will 




ease of classroom implementation.   
Key Messages 
 This section will provide the key messages for each of the audiences.  Target 
audiences for dissemination include independent school administrators and general 
education teachers.  Key messages are specific to these stakeholder populations.   
 
For independent school administrators 
• Providing differentiated methods of instruction to general education students with 
varying learning preferences improves academic outcomes.   
• Teachers need support to best provide for a classroom of children with diverse 
learning needs and profiles.  Current evidence-based research shows that teachers 
do not receive adequate pre-service training on differentiation or inclusion 
(Allday et al., 2013; Chesley & Jordan, 2012).  AccessED provides evidence-
based education to address this gap in knowledge and provides the opportunity for 
teachers to build their skills.   
For general education teachers  
• Providing differentiation in the classroom improves student outcomes.  Teachers 
are familiar with having a classroom full of students, each with different learning 
needs and profiles.  Evidence shows that providing students with differentiation of 
instruction, tools, and/or strategies for success improves academic outcomes  
• Implementing differentiation in the general education classroom is achievable.  
AccessED recognizes the challenges of implementing differentiated instruction 




approach includes education on interventions, grade-level support with planning 
time, administrator support, and classroom collaboration with an OT (the author).   
Sources/Messengers 
 Sources have been selected to deliver the key messages for dissemination of 
AccessED.  For independent school administrators, sponsorship with two large 
organizations will aid in delivering the dissemination goals.  General education teachers 
will then obtain information from school administrators.   
For independent school administrators:  Affiliations with two major independent school 
organizations will provide an opportunity for dissemination of AccessED.  The 
Independent Schools Association of Northern New England (ISANNE) is a credible 
organization within the targeted geographical location.  ISANNE’s mission to unite, 
support, and promote a diverse group of member schools with a historical focus on 
inclusivity (ISANNE, 2019).  The Association of Independent Schools in New England 
(AISNE) has a larger group of member schools and is a member of the International 
Council Advancing Independent School Accreditation.  AISNE considers learning 
differences an important component of diversity and values professional development 
that addresses the challenges of inclusion (AISNE, 2019).   
For teachers:  School leadership along with occupational therapists will disseminate the 
program and its content to teachers.  School administrators will provide initial support to 
disseminating AccessED.  Leaders have been shown to impact student outcomes through 
establishing teacher priorities, developing a clear vision, and helping teachers develop 




AccessED with teachers, school administrators can demonstrate how the program works 
within the school climate.  An occupational therapist will disseminate the course content 
and educate teaching staff on the role of OT.   An established understanding of OT leads 
to better outcomes and collaboration, making the OT an appropriate professional to 
deliver the program messages (Suc et al., 2007; Reid et al., 2006).   
Dissemination Activities 
 There are multiple activities that will aid in the dissemination of AccessED.  In 
this section, activities involving written information, electronic media, and person-to-
person activities are discussed.   
• Written Information 
o Magazine Article: A summary of AccessED will be written and submitted for 
publication in the National Association of Independent Schools (NAIS) 
Independent School magazine.  Editors of the magazine accept submission for 
“trend lines,” or summaries of innovative current or upcoming programs that 
involve trends and issues of independent schools.  Examples of topics for this 
area include wellness, diversity and inclusion, and teaching and learning 
(NAIS, 2019).   
o Rack Card: A rack card will be developed to hand out for in-person 
encounters at conferences and while networking.  This 4” by 9” card will 
contain key program highlights, a link to the website, and contact information.   
• Electronic media 
 




This will contain both brief and extended information about the problem 
AccessED addresses, the elements that the program contains, and 
information about whether an independent school may be an appropriate 
candidate for the program.  The main feature of the website will be weekly 
blog submissions about various differentiation topics.  Topics will vary 
between interventions that utilize remedial techniques, compensatory 
strategies, and/or assistive technology to provide solutions to common 
school challenges.  The program director will work with the website 
developer to create and publish content.   
O Email: An email introducing AccessED will be sent to a contact list of 
elementary school administrators.  This list will be provided by AISNE 
and ISANNE as part of their respective sponsorship packages.  The email 
will contain key program highlights, a short case-study, and a link to the 
AccessED website.   
• Person-to-person 
o Conferences: Corporate sponsorship with AISNE and ISANNE will 
provide several opportunities for in-person dissemination.  Each 
organization has conferences with a mix of options for short-course 
presentations, poster presentations, networking, exhibitions, and 
receptions.   
o Networking: Independent schools often host campaign events for 




This can provide an informal atmosphere for the program director to share 
AccessED and discuss the culture and needs of various schools. 
Budget 
Dissemination is essential to securing contracts for the program and therefore, 
much of the budget is dedicated to this process.  Program implementation is dependent on 
sharing information with independent schools and having at least one school utilize the 
service.  Development of a website by Maine Marketing Services will be a one-time fee 
of $1,000. Creation of course content in the first year by the same service will be $500.  
Recurring expenses associated with the website include the domain at $12/year and 
website hosting and maintenance at $480/year.  Design and printing of promotional 
materials (business cards, rack card, and banner) will cost $450 in the first year.  For the 
second year, $50 is budgeted for the additional printing of business and rack cards as 
needed.  (Maine Marketing Services, 2019).   
Corporate sponsorship in two independent school associations has been budgeted 
so that contacts can be secured.  The Association for Independent Schools in New 
England (AISNE) offers yearly corporate sponsorship for $1,500.  This association has 
over 200 independent schools as members.  The fee for corporate sponsorship includes 
listing on the AISNE website with logo, access to two AISNE role lists (e.g. head of 
schools), opportunity to submit two workshops, posters, or webinar proposals, and a 
listing in AISNE’s Corporate Partner Directory (AISNE, 2019).  A second independent 
school association, the Independent Schools Association of Northern New England 




member schools in Maine, New Hampshire, and Vermont.  The sponsorship package 
includes a direct link on their website, mailing lists for two professional groups, an 
opportunity to sponsor and meet with groups at conferences, participation in the 
corporate partners showcase and reception, and networking opportunities (ISANNE, 
2019).  Sponsorship for both associations has been budgeted for the first two years of the 
program.  Travel, lodging, and meals for the association conferences in New England 
have been budgeted at $500/year.  Academic poster printing has also been included in the 
budget at $64.  Networking activities for each association, as well as for independent 
schools, generally have an additional fee.  At an estimated $90 each, four networking 
activities per year have been budgeted for a total of $360/year.  A summary of these 





Table 6-1. Dissemination Expenses 
Dissemination Costs 
Description Year 1 Year 2 
Website Design and Development 
(Maine Marketing Services) $1,000 $0 
Website Content Creation (Maine 
Marketing Services) $500 $0 
Domain (Bluehost) $12 $12 
Website Hosting and Maintenance 
(Maine Marketing Services) $40/month = $480 $40/month = $480 
Promotional Materials (Design and 
printing for banner, rack card, business 
cards by Maine Marketing Services) 
$450 $50 
Corporate sponsorship AISNE $1,500 $1,500 
ISANNE Corporate Sponsorship $600 $600 
Travel, lodging and meals for two New 
England conferences $500 $500 
Poster Printing $64 $0 
Networking Activities 
Four events at an 
estimated $90 each = 
$360 
Two events at an 
estimated $90 each = 
$360 
Total Dissemination Costs $5,466 $3,502 
 
Evaluation 
 In the first two years of the program, successful dissemination is the adoption of 
AccessED by at least two independent schools.  This is the overarching goal for each of 
the dissemination activities.  To evaluate activities individually, outcomes specific to 
each activity will be measured.   
• Written information: A short magazine article summarizing AccessED will be 
considered a successful dissemination activity if it is published in Independent 
School magazine.  The number of rack cards distributed at various events will also 




• Electronic media: The AccessED website will collect data to track the number of 
site visitors.  The volume of visitors will indicate the effectiveness of the website 
as a dissemination tool.  Additionally, the number of visitors to weekly blogs will 
be recorded.  This will provide feedback on which blog posts had the most 
popular content.  The efficacy of introductory emails to school heads will be 
evaluated by the ratio of emails sent to replies received, and the number of school 
heads referencing the email at future in-person events.   
• Person-to-person: Conference dissemination will be evaluated by keeping track of 
the number of attendees at poster sessions and exhibition tables.  Success of 
networking will be evaluated by the number of follow-up inquiries and/or 
meetings scheduled for further considerations.   
Conclusion 
 Dissemination is essential to the program onset and expansion of AccessED.  The 
short-term program goal is to start the program in at least two independent schools.  The 
long-term goal of AccessED is to support the increase of the presence of OT in 
independent school general education.  The primary audience for dissemination is 
independent school administrators.  The secondary audience is general education teachers 
working in independent schools.  Dissemination activities include participation in 
conferences and networking activities, a magazine article, website, and a targeted 
introductory email.  The total cost for dissemination in the first year is $5,466.  In the 
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CHAPTER SEVEN - Conclusion 
Differentiation is the process of ensuring that a student’s unique learning profile 
fits the way they learn and are evaluated (Rock et al., 2008).  In the general education 
classroom, teachers typically provide instruction at the perceived average ability of the 
students (Haager & Klinger, 2005).  This can leave learning differences unaccounted for.  
Since there is no federal law mandating differentiation in general education, students can 
have a gap between their academic success and accessing their full potential.  
Occupational therapists (OTs) have the knowledge and skills to contribute to 
differentiation by providing students with tools and techniques to help them fully access 
their education.  OTs can also provide support to teachers through education and 
collaboration.  The focus of this doctoral project is on independent schools since they 
may have flexibility in instruction and are less likely than public schools to have an OT 
included on the school faculty.   
The proposed program, AccessED, provides a solution to this gap in practice 
through teacher education, collaborative consultation, and multi-tiered levels of support.  
An evidence review of the problem concluded that 1) teachers are not aware of the role 
and scope of OT, 2) teachers lack pre-service education in methods for differentiation, 
and 3) students do not qualify for mandated services based solely on having a unique 
learning profile.  AccessED was designed to address these problems with the intended 
functional outcome of improving student performance through differentiation.  An 




collaboration between school-based professionals, and implementing professional 
development in the classroom.   
While the content of AccessED is tailored to the needs of a participating 
independent school, each program has three main elements of teacher education, 
collaborative consultation, and a system of support for implementation.  OT-facilitated 
teacher education sessions are held on the school campus twice per month.  Prior to the 
meeting, participants will receive an agenda and an option to submit a case-study about 
one of their students, as related to the session topic.  Activities that will take place during 
the meeting time will include skill-building, a case study review, group problem-solving, 
and reflection.  The final ten minutes of each session are designated for same-grade level 
teachers to meet to make a plan for implementation in their classrooms.  To reinforce the 
group learning sessions, the occupational therapist will meet with each participating 
teacher for one hour weekly.  Administrator support, teacher involvement in assessment 
of needs and topics, along with designated grade-level action planning time provide 
additional methods to support program implementation.   
Funding for AccessED will be primarily provided by the independent schools that 
adopt the program.  Dissemination expenses are a significant component of funding 
needs in the first year.  Advertising the program, particularly within independent school 
associations, is essential as at least one independent school needs to sign on for the 
program to run in the first year.  In year one, the estimated program expenses are $6,526.  
In year two, costs are expected to be $7,527. 




program.  The evaluation will determine if: 1) educators report increased perceived skills 
and knowledge on selected topics, 2) educators can describe the role and scope of 
occupational therapy, 3) teachers have increased the number of strategies used in the 
classroom for differentiation, and 4) students achieved individual goals.  Qualitative data 
will include verbal interviews, records reviews, and case-studies.  Self-assessments, Goal 
Attainment Scaling, and total count of the number of strategies used will serve as 
quantitative data.   
AccessED was designed to impact academic outcomes for students in general 
education through teacher education.  Allowing students to participate in the meaningful 
activity of learning at their highest ability is significant to the evolving field of education.  
Teachers will complete the program with the knowledge and framework to provide 
differentiation to students beyond their time participating in AccessED.  Measures such as 
establishing administrator support, embedding the program into existing teacher roles, 
and providing relevance are included in the design of the program so that teachers are 
able to fully participate in the program.  AccessED also has significance for the 
occupational therapy profession as it expands practice into an emerging area.  The 
collaborative nature of the population-based program provides an example of the 
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APPENDIX A: CASE STUDY FORM 
AccessED Case-Study Form 
 
This form is intended to help gather information.   
Add an extra page to expand on the situation if necessary.  
 
Student name:     Age: 
 
Teacher(s):      Grade: 
 
Main concern: 
   (1 Sentence) 
 









Other areas of concern: 
     (check all that apply) 
 
_______fine motor skills _______organization _______attention   
_______interacting with peers _______emotional-regulation _______independent work 
_______following multi-step directions _______seeking movement _______handwriting 
_______listening during instruction _______gross motor/coordination _______ pencil grasp 
_______executive functioning _______sensory processing _______cutting 
_______following written directions _______following verbal directions _______problem solving 
other:__________________________ 
 
Does the student wear glasses?   Y  /   N 
 
 
Describe where the student’s desk/primary work place is located within the 
classroom. 
 (What is it near? Where does it face? Are there desks/tables with groups or alone? Etc.) 
 
 





APPENDIX B: EDUCATIONAL SESSION SAMPLE 
Attention for All Students 
 
Educational sessions will take place for one hour, twice per month, at the end of the 
school day. Participants will be general education teachers and the group will be 
facilitated by an occupational therapist.  The topic theme and opportunity to submit a 
relevant case study will be emailed to all participants one week prior to the meeting.   
 
1. Catalyst to engage: A teacher shares a summary of the student case study.   
2. Education: The facilitator provides a definition of the concepts.  The group is 
asked to provide a brief example of each concept.  For example, an instance of 
shifting attention could be a child copying notes from the board into their 
notebook.   
a. Types of attention 
i. Sustained attention 
ii. Selective attention 
iii. Shifting attention 
iv. Mental tracking 
v. Detect/React 
b. Interventions (brief introduction) 
i. Student interventions 
1. Taking a break 
2. Self-awareness “magic words” 
3. Visual schedules 
4. Check lists 
5. Verbalizing directions 
6. Engage the student with multisensory instruction 
ii. Environmental modifications 
1. Reduce visual clutter 
2. Reduce auditory distractions 
3. Limit materials on desk to only those needed for activity 
4. Preferential seating 
5. Create opportunities for movement 
iii. Activity modifications 
1. Present one task at a time 
2. Reduce the number of choices presented 
3. Preselect items for children 
4. Extra time 
5. Limit seated instructional time 
3. Three-minute yoga break facilitated by occupational therapist 
a. Intentional breathing 
b. Standing crescent moon pose 




d. Eagle arms 
e. Chair push-up 
4. Discussion with prompting questions: 
a. “When you are involved in professional learning, what strategies do you 
use to keep yourself engaged?” 
b. “Describe a time of the day that your students struggle with attention.  Is 
there a time of the day that your students are most focused?” 
5. Case-study review as group problem-solving: 
a. Check for recall: “What type of attention do we need to target?” 
b. Check for understanding: “Describe the student’s challenge.” 
c. The group will travel to the student’s classroom to analyze the student’s 
work area for consideration of environmental factors. 
d. Check for: “What intervention strategies would you select? Why?” 
e.  Develop a plan. 
f. The facilitator will summarize the group’s findings. 
6. Break out into grade-level groups for implementation planning with the following 
guiding questions: 
a. Is there a student you would like to support regarding their attention? 
How? 
b. Would you like to make any adjustments to your classroom environment, 
instruction, or activities to facilitate improved attention among your 
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APPENDIX D: EVALUATION CRITERIA 
Evaluation Criteria for Teacher-Student Differentiation 
 
This criterion will be used for collecting data on the number of teacher-initiated 
differentiation activities before and after the intervention.   
 
Criteria for teacher-student differentiation include the following intervention 
approaches based on the Occupational Therapy Practice Framework (2014): 
 
1. Health Promotion: An intervention approach that does not assume disability 
and provides enriched contextual and activity experiences that will enhance 
performance for all people in the natural contexts of life (Dunn et. al., 1998).   
2. Establish, restore (remediation and restoration):  An intervention approach 
designed to change client variables to establish a skill or ability that has not 
yet developed or to restore a skill or ability that has been impaired (Dunn et 
al., 1998). 
3. Maintain: An intervention approach designed to help clients preserve the 
capabilities they have. 
4. Modify (compensation, adaptation): An intervention approach directed at 
“finding ways to revise the current context or activity demands to support 
performance in the natural setting including compensatory techniques.  For 
example, enhancing some features to provide cues or reducing other factors to 
reduce distractibility (Dunn et al., 1998).   
5. Prevent (disability prevention): An intervention approach designed to help 
clients with or without a disability who are at risk for problems with 
occupational performance.  This intervention may be directed at a client, 
context, or activity variables (Dunn et al., 1998).   
 
Evaluation criteria for interventions impacting student factors and performance 
skills will fit the following categories:  
 
1. Physical factors (ex. muscle and joint functions) 
2. Cognitive factors (ex. higher-level cognition, attention, memory, and emotion) 
3. Social factors 
4. Sensory factors (ex. visual, hearing, vestibular, and proprioceptive functions) 
 
Strategies fitting the criteria will impact one of the following student performance 
factors: 
 
1. Motor Skills (ex. manipulates, grips, calibrates) 
2. Process Skills (ex. attends, choses, initiates, sequences, terminates, organizes) 
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APPENDIX E: EXECUTIVE SUMMARY 
Introduction 
School-based occupational therapists (OTs) provide students with strategies, 
tools, and modifications to help them fully access their education.  OTs are trained in 
techniques using remediation, compensation, prevention, adaptation, promotion, and 
maintenance to assist their clients in participating in meaningful activities (American 
Occupational Therapy Association, 2014).  In the general education classroom, the 
educator typically teaches at the perceived ‘average’ ability of their students (Haager & 
Klinger, 2005).  This structure, however, does not consider students with different 
learning profiles.  Public schools often have an OT as part of the special education team 
to address this concern through individual, group, and school-wide initiatives.  
Independent schools are less likely to have an occupational therapist present on site, 
which is the focus of this project. 
AccessED is a program that aims to provide occupational therapy services to 
general education students at independent schools.  Services are provided through 
structured teacher education and individual classroom consultation.  The program was 
created following review of the interdisciplinary evidence literature of the clinical 
problem and recommended best practices, and with incorporation of ARCS (attention, 
relevance, confidence, satisfaction) Theory of Motivational Design and Universal Design 
for Learning (UDL) (Keller, 2009; Rose & Meyer, 2006).   
A search of the evidence literature was conducted to determine the obstacles that 




education.  A review of the literature found that educators lack knowledge of OT services 
(Casillas, 2010a; Cahill & Egan, 2017; Cahill & Lopez-Reyna, 2013; Benson et al., 2016; 
Huang et al., 2011; Truong & Hodgetts, 2017), are inadequately prepared to provide 
differentiation in the classroom (Allday et al., 2013; Chesley & Jordan, 2012; Hawkins, 
2009; Gal et al., 2010; Tomlinson et al., 2003), and children with varying learning 
profiles and needs may not qualify for specialized services (IDEA, 2004; Garda, 2004; 
Tomlinson, 2003).  These barriers to individualized education for children with diverse 
learning profiles are addressed in the design of AccessED.   
A review of the theoretical literature identified two appropriate theories to provide 
a framework for AccessED.  ARCS (attention, relevance, confidence, satisfaction) Theory 
of Motivational Design was utilized for the design of the structured teacher education.  
ARCS Theory aims to keep adult learners engaged using motivational strategies (Keller, 
2009).  Increased opportunity for engagement can lead to more effective implementation 
of professional development (PD) (Vermont Department of Education, 2011).  Principles 
from Universal Design for Learning (UDL) were used to teach educators how to provide 
differentiation.  UDL is a framework that helps users identify barriers to learning, and 
remove them by focusing on learner strengths, adaptive materials and flexible instruction 
(Rose & Meyer, 2006).    
Project overview 
A search of the evidence literature was conducted to determine best practices for 
professional development, strategies for effective carryover of learning, and best practice 




incorporated into the design of AccessED.  For teacher professional development to be 
most effective, program design is recommended to be located within the school (Garet et 
al., 2001), sustained over time (Garet et al., 2001; Vermont Department of Education, 
2011; Timperly et al., 2007), and have relevance to current teaching roles (Vermont 
Department of Education, 2011; Timperly et al., 2007, Garet et al., 2001).  
Implementation of structured systems of support (e.g. mentoring or planning time) 
reinforce professional learning (Cordingley, 2015; McKinsey et al., 2007; Vermont 
Department of Education, 2011).  Professional development is effective when relevance 
is provided to teachers and when strategies such as reflection, active learning, skill-
building, and case-studies are used (Garet et al., 2001; McKinsey et al., 2007; Timperly 
et al, 2007; Cordingley, 2015).  The evidence literature revealed several factors that can 
influence successful implementation of professional development.  These include: 1) 
basing the content of professional development on a needs assessment; 2) including 
teaching staff in planning and execution of PD; 3) having time set aside for 
implementation planning; and 4) teaching interventions that are reasonable for classroom 
teachers to use (Vermont Department of Education, 2011; Gemeda et al., 2012; Joyce & 
Showers, 2002; Timperly et al., 2007; Baird & Clark, 2017).  For collaboration between 
teachers and specialists, best practices consist of: Using planned meeting time (Huang et 
al., 2011), establishing needs and goals before meeting (Hart Barnett & O’Shaughnessy, 
2015), and embedded services with the occupational therapy practitioner functioning as a 
school employee (Suc et al., 2017; Huang et al., 2011; Cordingley et al., 2007).  Several 




The proposed program, AccessED, provides a service delivery method for 
children with diverse learning profiles in independent schools through teacher education 
and collaborative consultation.  A needs assessment is conducted at program onset with 
inclusion of both administrator and teacher input.  The program director will analyze data 
collected from the needs assessment to determine appropriate content for the teacher 
education component and to tailor the program to the school.  Teachers will receive 
bimonthly educational sessions sustained over the school year and located on the school 
campus.  Teaching interventions include case studies, active learning, reflection, skill-
building, and multi-tiered support.  Implementation methods for teachers to use in their 
classroom are selected based on ease of use.  Ten minutes at the end of each educational 
session is allotted for grade-level planning sessions.  The program is designed so that the 
occupational therapist is able to dedicate one hour per week to each participant for 
problem-solving and collaborative consultation during school hours.  AccessED aims to 
increase teacher knowledge and skills of education topics, disseminate the role of 
occupational therapy in the general education setting, increase the number of strategies 
used for differentiation in the classroom, and facilitate quality student participation in 
school activities.  Long term program goals are to influence the number of OTs involved 
in general education in independent schools, and for collaboration between OTs and 
general education teachers to become a regular part of the independent school 
curriculum.   
Recommendations 




administrators and general education teachers.  Academic outcomes and classroom 
engagement improve when instruction is differentiated for children with varying learning 
profiles and needs (Goddard et al., 2015; Ernest et al., 2011; Vantassel-Baska et al., 2008; 
Eysink, T. et al., 2017; Kyriakides et al., 2009).  Using differentiated methods for these 
students is suggested.  Continuing education is recommended for teachers to gain 
knowledge and skills in differentiating instruction.  Programming with consideration for 
the needs of adult learners, administrator support, and with content that teachers can 
easily carryover for classroom implementation is suggested.  A multi-tiered structure for 
supporting teachers in providing this service is also recommended.  Occupational 
therapists are skilled in differentiated methods and it is recommended to have OT 
practitioners on independent school faculty.   
General Conclusions 
 AccessED has been designed with strong consideration for best practices based on 
the evidence literature and theory.  Students benefit from differentiated instruction and 
the educational program provides the knowledge and skills for general education teachers 
to implement differentiation in their classrooms.  Additionally, AccessED utilizes a 
structured system of support so that teacher participants will receive both group 
educational opportunities, and individual collaborative consultation in their classrooms.  
This program is expected to have positive outcomes for both teachers and students, and 
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APPENDIX F: FACT SHEET 
AccessED: A Service Delivery 
Model for Occupational 
Therapy in Independent Schools 
 





Ava is a bright 2nd grade student at an 
independent elementary school.  She 
enjoys learning about animals, science, 
and adores socializing with her friends.  
Ava is a typically developing seven-
year-old.  However, her attention to 
tasks can vary throughout the day and 
she seeks sensory input to help her 
focus.  Ava does not qualify for an 
Individualized Education Plan (IEP) 
based on these minor learning 
differences even though she is not 
currently performing to her potential. To 
support Ava’s learning preferences, her  
teacher would like to make adjustments to her  
school day. In order to successfully accomplish this, her teacher needs an educational 
background, support, and tools.  Occupational therapists are skilled at supporting students 
like Ava. 
________________________________________________________________________ 
Introduction to Problem 
 
• IDEA (2004) limits special education services to children who have specific 
diagnoses that impact their academic performance.  However, in the general 
education population, students have a variety of different needs or learning 
preferences that may hinder their ability to fully access their own potential.   
 
• OTs are skilled in environmental and activity analysis and can promote student 
participation through prevention, promotion, education, direct intervention, and 
whole school initiatives (AOTA, 2016).  However, the role and scope of OT is 
not well known by general education teachers (Casillas, 2010a; Cahill & Lopez-
Reyna, 2013). 




• While OTs are skilled in methods for differentiation, general education teachers 
lack instruction in their teacher preparation programs (Allday et al., 2013; 
Chesley & Jordan, 2012), and skills for implementing differentiation (Allday et 
al., 2013; Chesley & Jordan, 2012). 
________________________________________________________________________ 
Introduction to the Solution: AccessED, a Service Delivery Model for OT in 
Independent Schools 
 
• AccessED consists of two major program elements:  A course for general 
education instructors facilitated by an OT and a service delivery model for 
independent schools.  
 
• In order to improve student outcomes, participating teachers will meet with the 
OT twice a month to learn strategies for differentiation in the classroom.  
Instructional activities include case-studies, active learning, skill-building, and 
multi-tiered support.   
 
• Participants each receive one hour per week of collaborative consultation time 
with the OT to support the class content, problem-solve, and trial methods for 
implementation.   
 
• Funding for AccessED is primarily provided by the contracted entity (independent 
school).  
________________________________________________________________________ 
Summary of AccessED 
 
● Best practices for 
professional development 
were included in the design 
of AccessED. The 
educational sessions are 
conducted on-site, sustained 
over the school year, and 
are relevant to teacher’s 
existing roles.   
 
● A multi-tiered 
support system provides 
teachers with support of the 
administration, their grade 
level, and the occupational 






● Adopted measures to ensure effective implementation include: (1) content that is 
based on a needs assessment, (2) staff involved in planning and execution, (3) 
interventions that are reasonable to conduct in class and (4) time set aside for 
intervention planning. 
 
ARCS Theory was incorporated into AccessED for the design of the teacher-education.  
It utilizes motivational factors of attention, confidence, satisfaction and relevance to 
engage adult learners.  (Keller, 2009).   
 
Universal Design for Learning (UDL) was incorporated into the content of the 
educational sessions.  AccessED provides.  Teachers will learn the framework and then 
utilize it for implementation in their classrooms.  The UDL framework provides 
different means for learners to access information (e.g. visual or auditory), take 
action or express themselves (e.g. writing or typing) and engage in learning (e.g. 
presenting choices to students) (Rose & Meyer, 2006).   
________________________________________________________________________ 
Impact for Occupational Therapy Practice 
 
AccessED aims to expand occupational therapy practice into the academic culture of the 
independent school.  As the knowledge base of learning differences expands, 
occupational therapists must assert that it is within our domain and scope to make 
learning more accessible to all learners.   
________________________________________________________________________ 
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